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ABSTRACT
The background of this investigation was the realiza-
tion that two large groups of children, the disadvantaged
and the perceptually handicapped, are limited by underdevel-
oped oral language skills. The literature on learning dis-
abilities suggests that listening is the most neglected of
the language arts and prerequisite to speaking
,
reading
,
and
writing . The problem v/as to find out how auditory skills
develop and what teachers can do to help children who have
not developed them sufficiently to support successful read-
ing instruction. It was hypothesized that most of the strate-
gies for developing auditory skills were already in the
literature of the related disciplines but needed to be
brought together and made more accessible to classroom
teachers.
The procedure was to study the literature on auditory
skills in the various related disciplines to discover prin-
ciples of language learning and strategies which a regular
classroom teacher could implement. The study revealed that
fundamental processes were generally neglected. Most of the
efforts to develop auditory skills are concerned with phonics
although awareness of speech sounds is the last auditory
viii
skill to develop. The meaning of language is carried pri-
i^ its characteristic rhythms and intonations j mean-
ing is conveyed long before a chiJ.d is ready for phonetic
analysis. The literature contained much controversy v/ithin
the separate disciplines as well as among them. It also
suggested a misunderstanding regarding the functions of
heuristic learning and of skill development.
The most crucial process in language development,
apparently, is the internalization of auditory input. The
child must internalize the patterns of his language to the
point where he can use them automatically in spontaneous
speech. The role of rhythm in this fundamental process was
a recurrent theme in the literature on biological foundations,
language teaching, language disabilities, and learning dis-
abilities. A secondary theme was the role of aesthetic
methods in the treatment of listening-speaking dysfunctions.
The two themes, the scientific and the aesthetic, seem to
support one another.
Study of the literature suggested that rhythm, repe-
tition, and pleasure are central to the development of audi-
tory skills. The literature of music education is already
being tapped, to some degree, to support the development of
auditory skills in the severely impaired and occasionally
in the mildly involved. The study led to the conclusion
that the use of much singing and other rhythmic activity in
older cultures is scientifically supported. Apparently
ix
children in these cultures have an opportunity to internalize,
or automatize, the rhythms and cadences of their language
before they are taught phonetic analysis and reading. The
necessity for mastering fundamental processes seems to have
been overlooked in a multi-cultural, technological, highly
competitive society and this oversight is coming to the
attention of educators in the problems of disadvantaged
children and learning disabled children. Both groups lack
the foundations for learning higher order language skills.
The main conclusion drawn from the study is that
teachers need intensive training in linguistic fundamentals,
the stages of language development, the characteristics of
the languages or dialects spoken in their classrooms, and
in implementing available aesthetic resources. Then they
must be given the freedom to manipulate these variables in
the matching of instruction to the children. V/hile no uni-
versal strategy evolved out of the literature, many sources
of strategies for the development of auditory skills were
brought together in an appendix. This rationale does not
promise to solve the problems of slow learners or disadvan-
taged children but it may modify those connected with audi-
tory language to a significant degree.
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Apparently it is not good—and indeed it hinders
the creative work of the mind—if the intellect
examines too closely the ideas already pouring in,
as it were, at the gates. ... In the case of a
creative mind, it seems to me, the intellect has
withdrawn its watchers from the gates, and the
ideas rush in pell-mell, and only then does it
review and inspect the multitude. You worthy
critics, or whatever you call yourselves, are
ashamed or afraid of the momentary and passing
madness which is found in all real creators, the
longer or shorter duration of which distinguishes
the thinking artist from the dreamer. Hence your
complaints of unfruitfulness, for you reject too
soon and discriminate too severely.
Schiller
CHAPTER I
Statement of the Problem
1
The high percentages of reading failure in the United
States have fostered numerous studies and massive federal
funding. Many educators and publishers have profited from
these efforts (Smith, 1967c) but about a million potential
dropouts still enter our schools each year as another million
drop out. (Jordan, 1970)
Since about I960, notable efforts have been made to
prevent reading failure through visual-motor training. These
efforts sometimes improve perceptual performance but do not
necessarily affect reading. (Barton, 1971) Children who are
retarded readers may or may not have perceptual problems;
there are many causes for reading failure. Perceptual prob-
lems alone do not cause reading retardation. The combination
of problems which a child brings to school, as well as the
way the school deals with these problems, determines a child's
success in reading. V/hile perceptual problems alone will not
offset a child's strengths, he may also lack the psycholin-
guistic background, motivation, and family expectancies of
achievement. In such a case, the child is not likely to learn
to read. (Cohen, 1969)
Language is the foundation of many kinds of learning.
The ability to work with abstract symbols is dependent upon
language proficiency. (Lerner, 1971) Research shows a
closer relationship between oral language and reading or writ-
ing than was formerly realized. The realization of this
2relationship is likely to bring ultimate reforms in the teach-
ing of language arts. (Loban, 196?)
While the relationship between oral and written language
is significant for all populations, it has particular rele-
vance for children who fail to learn to read. In recent years,
educators have begun to realize how inappropriate the methods
and materials in common use are for disadvantaged children.
(Horn, 1970 ) Standard programs are built on assumptions v/hich
are valid for middle-class children but show little under-
standing of children whose experience and linguistic back-
grounds differ from middle-class norms. Saville states: "No
reading program for disadvantaged children will be effective
unless it takes into consideration the children's spoken lan-
guage habits." (1970:115)
Language is learned mainly through listening. "Audi-
tion ... is the primary channel for language acquisition
and interpersonal communication." (Johnson and Myklebust,
1967:66) Although language is learned through auditory stimu-
lation, this sense modality has been the most neglected.
(Lemer, 1971) This realization is evidenced in Connecticut
where remedial education is moving away from what special
educators feel has been an over-emphasis on the motor-visual
areas and toward the development 01 auditory skills and lan-
guage. They feel there is ample evidence that these areas,
while still important, are less directly related to academic
success than the auditory skills. (D. Keenan, personal
3communication, February, 1972)
Zigmond and Cicci explain the developmental position
of auditory skills:
In many ways, hearing is more useful than vision
as a survival sense . . . hearing is non-directional
and non—select ive • V/e can hear from all directions
simultaneously, and we cannot ’’close our ears.”
( 1968 : 2 )
Zigmond and Cicci explain the relation of auditory skills to
language development:
In addition to this role as a background sense,
hearing is the primary channel for language ac-
quisition and communication. Man's first language
system is auditory; the anthropologists tell us
that man did not learn to read or write first, but
rather to comprehend another's vocal utterance and
to speak. Similarly, the developing infant does
not learn to read first. He learns to comprehend
and use the spoken word. (1968:2)
V/e can appreciate the relation of auditory skills to
language learning by the records of deaf children. Since the
deaf child does not develop concepts through casual listening
and speaking, his development is substantially limited. Re-
search reveals that the educational achievement level of the
deaf child is three or four years below that of the hearing
child. (Lerner, 1971) There is ample evidence in the litera-
ture that the close relationship between the development of
auditory skills and oral language fluency indicates that a
thorough and systematic development of auditory skills is
crucial to the oral language fluency which is the foundation
of reading.
4Purpose of the Study
The purpose of this study is fourfold;
1. to describe the development of auditory skills
as they relate to language learning;
2. to examine the methods and materials used for
such development
;
3« to discuss strategies and materials which will
enable primary classroom teachers to develop
auditory skills in young children;
4. to suggest some ways of strengthening these
strategies by approaching them from an inter-
disciplinary view.
Such a study would help fill the need of primary teachers
for adequate methods and materials with which to develop the
auditory basis for oral language fluency which is a vital
building stone in the foundation for successful reading instruc-
tion. This v/ork would have special implications for teachers
of disadvantaged children, retarded children, and those with
learning disabilities.
Significance of the Study
There is adequate literature on auditory problems and
their remediation, but it is contained within the separate
disciplines, i.e., remedial reading, language arts, special
education^ learning disabilities, and music education. There
is considerable overlapping and repetition. Bateman says,
for example, ’’Remedial reading spills over into remediation
of visual-motor problems just as it does into communication
disorders.” (1967:20) The average classroom teacher does
5not have the time to seek out this information from the vari-
ous sources and many teachers are far from a large university
library* There is a definite need to organize and synthesize
the materials and this will be attempted in the third chapter.
While slow learning children would benefit most from a program
which has been heavily enriched by the use of sound, it may
be assumed that all kinds of children would benefit to vary-
ing degrees. All children benefit from an adequate diet, but
the malnourished make more significant gains.
Views Concerning Slow Learning Children
Slow learning children in American public schools are
discussed in the literature under a number of overlapping and
confusing labels. (Bateman, 196?; Lerner, 1971 ; Kolstoe,
1970 ; Grzynkowicz, 1971 ) The various labels are defined in
a glossary at the end of this chapter.
Many teachers do not realize that special education
classes often include a number of misplaced children because
of language problems, as in the case of bilingual children,
or children with speech and/or hearing problems. Children
with hearing problems may not be discovered until much learn-
ing time has been lost. Although vision screening has been
a common practice in traditional sciiools for many years, the
audiometer has only come into use recently and many cases of
deafness have been regarded as cases of low intelligence.
Not all auditory deficits are detected by the audiometer.
6distinctions amon^ slow learners. Children who learn
more slowly than their peers may suffer from sensory impair-
ment, from mental retardation, from emotional disturbance, or
from a learning disability. Johnson and Myklebust clarify
the educational implications of the different problems. The
deaf or blind child suffers from understimulation.
He is deprived of a type of information vital to
total awareness, learning and development—there
is a deprivation of input. Because he is lacking
in audition or in vision, the processes whereby he
learns are altered. (1967:54)
Children with learning disabilities are often classi-
fied as retarded. This is not surprising since even special
education teachers see mental retardation differently. (Kol-
stoe, 1970 ) Johnson and Myklebust indicate there may be an
overlap between the psychologies of the mentally retarded and
the learning disability child. However, they say:
with the retarded there is no overall intellectual
competence through which to gain awareness and in-
sights for development of the deficient areas. . . .
the learning disability child differs both quantita-
tively and qualitatively from the retarded. He has
more with which to learn and the patterns and proc-
esses by which he learns are different. (1967:55)
While the child with learning disabilities has isolated low
levels of function, his overall potential is normal. In con-
trast, the retarded child, despite isolated high levels of
learning, has a generalized inferior potential. (Johnson
and Myklebust, 1967)
In dealing with emotionally disturbed youngsters, the
effort is to bring about "greater acceptance of reality.
7development oT insight, and strengthening of ego functions.”
(Johnson and Myklebust, 1967:55) While the emotional prob-
lem may interfere with normal learning processes, the emo-
tionally disturbed child does not suffer the impairment of
specific cognitive processes associated with learning disa-
bilities. Rather than primarily affective treatment, the
child with learning disabilities needs special methods and
materials to compensate for the various deficits possible in
the motor, visual, or auditory processes and the functions
between or among these processes.
Speaking of trends and relationships among the related
disciplines, Bateman notes that remedial education has evolved
into more and finer categories. She suggests that "in the
future, this proliferation of programs v^ill perhaps reverse
and be replaced by an integrating and unifying application
of certain concepts which are now being explored and applied
in learning disabilities.” (1967:20) This prediction is
being justified in at least three places. Houston, Texas is
eliminating most of its special education classes by putting
most of the chUdren iivolved back into the regular classroom. The
special education teachers are being retrained as consultants
to work with regular classroom teachers to meet the special
learning needs of all children. (3. Meisgeier, personal com-
munication, October, 1971) Ir^ Connecticut, an effort is under
way to require a single certification in special education to
include the physically handicapped, emotionally disturbed.
mentally retarded, and those with learning disabilities.
(P. Lenihan, personal communication, February 7> 1972)
Massachusetts teachers are preparing to act in accord-
ance with a new lav/ (Acts, 1972—Chap. 766) designed to cor-
rect some of the same inadequacies. The law is to take
effect September, 1974. The Massachusetts law states: "that
past methods of labeling and defining the needs of children
have had a stigmatizing effect and have caused special educa-
tion programs to be overly narrow and rigid. (1972:692)
The new law requires that children remain in a regular
classroom until and unless proven misclassified by a quali-
fied team of specialists, and that special education programs
must actually benefit the children assigned to them. A num-
ber of Massachusetts teachers are taking inservice courses
in an effort to learn how to deal with learning disabilities,
language retardation, and other problems requiring more ex-
pertise than traditional methods offer.
This trend further substantiates the timeliness of an
effort to consolidate materials in a single area such as
auditory skills. With the new emphasis on diagnosing and
correcting the specific learning problems of children, teach-
ers will need to know more about the levels of skill develop-
ment. Old generalizations about grade level and special
categories of children who do not fit these generalizations
are giving way to an emphasis on individual differences and
prescriptive teaching.
9problems of the disadvantaged
. There is some
overlapping of literature on the disadvantaged and that in
other disciplines. The terms disadvantaged, culturally de-
prived, socially deprived, and socially disadvantaged are
used interchangeably. They all refer to the socio-economic
level of the children. In this group, however, there is a
greater proportion of children who are retarded, emotionally
disturbed, sensorially impaired, or who have learning disa-
hilities than is the case with children raised in more be-
nign environments. (Cohen, 1969) In addition, there is a
linguistic aspect to their learning problems since many poor
children come from black, Puerto Rican, Mexican-American,
Indian, Oriental, or Appalachian backgrounds. There is con-
siderable controversy over the etiologies and remedial meas-
ures for this group. VThile many educators are aware that the
child who is raised in a low socio-economic environment is
likely to have learning problems, the magnitude of the prob-
lem is just beginning to be realized.
Federal programs such as Head Start have attempted to
make up for experience deprivation by field trips, but the
lack of experience is more specific. Disadvantaged children
do not lack experience in living. Quite the contrary, they
have often l)ad experiences during tiie preschool years that
affluent middle-class children might not understand until
adolescence. The lack of experience that must be made up is
principally language experience . (Bloom et al., 1965; Cohen,
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1969; Hess and Shipman, 1968) Until recently, differences
in academic achievement were commonly attributed to low na-
tive intelligence, but recent research has shown that grow-
ing up in adverse circumstances can substantially depress
the I.Q. (Bloom et al., 1965)
The effect on the learning potential is neither general
nor mysterious. All poor children are not disadvantaged and
all do not fail in reading. V/e have always had some high
achievers from low income groups. The difference seems to
be chiefly in language experience. Some parents, and par-
ticularly middle-class parents, regard themselves as teachers
of their children. They constantly stimulate and encourage
language. (Hess and Shipman, 1968; Bloom et al., 1965)
Other parents, overburdened with poverty, ill health, imma-
turity,^too many responsibilities and too little assistance,
can give their children only minimal custodial care. (Hurley,
1969 ) While teachers can do little about the social problems
in their students* backgrounds, they can do a great deal
about raising their language level. Ausubel states: "It is
in the area of language development, and particularly with re-
spect to the abstract dimension of verbal functioning, that
the culturally deprived child manifests the greatest degree
of intellectual retardation." (1968:184)
McGrady concurs that language retardation among disad-
vantaged children has been adequately documented. He says
that language deprivation
11
leads quite directly to difficulty with abstract
modes of thought because the basic inner languageprocess has been impeded. Since language is aprerequisite to conceptual behavior and problem
solving, such deficits result in profound effects
on all aspects of learning and on intelligence as
measured. (1968:209)
These language disorders vmich are due to experience
deprivation have cumulative effects on all aspects of learn-
ing. (McGrady, 1968)
Deutsch (1962) proposed that the noisy home background
of the disadvantaged child would be particularly conducive
to producing auditory deficiencies. With the presence of
confusing auditory stimuli, some auditory stimulation could
be expected to be tuned out. Under the pressure of unpleas-
ant stimulation, a learned inattention could result. Later,
she and Feldmann did a study on disadvantaged third graders
with poor reading skills. Their initial assessment bears out
the views stated above.
The children seemingly came to the study with only
one approach to analyzing unfamiliar words, i.e.,
shrewd guessing based on previously learned sight
vocabulary words. They appeared to lack a syste-
matized approach to decoding new words through
sound-symbol relationships. In addition they pos-
sessed only a vague awareness of the relationships
between speech sounds and visual symbols. (Feldmann
and Deutsch, n.d.:21)
When a primary teacher observes an inattentive child,
she cannot tell whether the child has a learning problem, a
language problem, a visual or hearing problem, or a discipline
problem. Disadvantaged children have more of all these prob-
lems and their problems are also compounded by other factors.
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The compound problems of the disadvantaged child came
to the attention of average citizens during the sixties as
well as to that of concerned educators. Many articles appeared
in local papers as well as in national papers and news maga-
zines. One of the most thorough treatments of the problem was
a series called Children in Trouble by Ho^^rard James which ran
in the Christian Science Monitor from March 31 to July 7
,
1969 .
James found unbelievable neglect and abuse of children
in detention homes in 44 states. Only a small percentage of
the several million children in trouble had committed serious
crimes. Most had skipped school, run away from home, been in
fist fights, or been involved in petty theft. He found a dis-
proportionate niimber of children in trouble were male, poor,
black, and lacking in basic skills. Many of them enter school
"without having held a book, magazine, or newspaper" and with
"little concept of communicating ideas." ( 1970 : 246 )
While he found a variety of reasons for institutionali-
zation, James feels that public schools are often unwittingly
producing delinquents by inadequate teaching in the lower
grades, by not recognizing different perceptual styles, by
punitive teaching methods, and "by pushing youngsters with
learning problems out of school." (1970:239) James found
that the number of children coramittea to reform schools drops
sharply during summer months, and that "in at least 80 percent
of all cases taken to court, one can find that a school prob-
lem was an important factor." (1970:239)
13
Learning problems also affect the emotional state of
the child. He lacks the successful experiences which build
self-confidence and self-satisfaction in the normal learner.
Feedback from the outside world reinforces his inner sense
of dissatisfaction and ineptitude. (Lerner, 1971) The con-
verse is also true; the emotional state of a child affects
his learning. Perceptual psychology views stimulus and re-
inforcement as subjective. Thus, "it is not the stimulus
which produces behavior but the meaning it has for the per-
son on whom it is applied." (Combs et al., 1971:32)
The developmental view
. Ames represents the develop-
mental view on learning problems. She states emphatically
that we must be able to measure and identify the stage of
development a child has reached. She believes that perhaps
the majority of learning disabilities need not occur, that
it may be
more a matter of timing than of actual difference
in potential. If pushed into attempted performance
before they are ready, children respond as best
they can, and their response is often a distortion
of what would be the normal process. (1968:39)
This view concurs with that of other specialists who indicate
that a significant percent of children* s learning problems
are school induced, or at least further aggravated in school.
Certainly Ames has a strong argument for adequate assessment
of a child’s skills and a systematic program for developing
them further. Children should not be put into a reading pro-
gram until they have developed the prerequisite skills, but
14
they need not just wait for **readiness»
"
The common characteristic in most of these slow learn-
ing children is that their basic equipment for learning is
incomplete. All slow learners seem to perceive less informa-
tion more slowly. (Jordan, 1970) Attention, listening, and
other auditory skills have a direct bearing on the cognitive
experience of a child. He cannot express what he has not
received and internalized. Feldmann and Deutsch state, "There
is good evidence that a positive relationship between auditory
and reading skills exists for the younger children, that is,
for children in grades one through three." (n.d.:l) A num-
ber of studies have been done on the relationship between
auditory skills and reading.
The classroom teacher is held responsible for getting
a child ready to read and for making up the deficits which
impede this readiness to whatever extent he can. Remedia-
tion is the business of the classroom teacher. This teacher
needs the benefits of research in the above-mentioned fields.
As Lerner indicated, there is already a considerable body of
literature on how to develop the motor skills and visual
skills. Thus it seems reasonable to assume that efforts to
expand the literature on how to develop auditory skills and
to get this material to the classroom teacher are justified.
The humanistic-aesthetic view . The humanistic and
aesthetic viewpoints are closely related. For the purposes
of this study, art is regarded as a vehicle for expressing
15
the essential humanity of teachers and children.
Martin Deutsch (1967) defines enrichment as an experi-
ence in which the child can make use of more than one sense
modality, i.e., touch as well as vision. For example, when
a child speaks aloud the word he is reading, he is using his
ears and speech organs as well as his eyes. When he reads
aloud from a chart and sweeps his hand under the line he is
adding a tactile-kinesthetic dimension to what his eyes, ears,
and speech organs are already involved in. Thus the sensory
input becomes three or four times as great as when he reads
with the eyes alone. Jordan explains:
Most of what we know about the outside world comes
to us through sensory receptors. In order to re-
main well-adapted to the environment, it is impor-
tant that perception through all sensory modes take
place with speed and accuracy. (Jordan, 1970:547)
In the light of what is now known about perception, a deficit
in auditory skills is more than a mere cognitive gap. It im-
plies an affective deficit as well. The theory of Cynthia
Deutsch that poor children in noisy environments learn to
tune out early is a cue that these children need to learn
how to tune in . They need to learn the pleasure of listen-
ing, not only as a prerequisite for competence in oral lan-
guage and reading, but as a facet of their completeness as
human beings. Awareness and receptivity are essential to
communication and our advanced system of communication is
what distinguishes us from the animals. (Chomsky, 1968)
Communication is fundamental to art as well as to language.
16
The humanistic-aesthetic view of auditory development pro-
motes a child’s growth through a fuller use of the sensory
modalities to maximize his affective and cognitive potentials.
Viewpoint of the primary classroom teacher
. The pri-
mary classroom teacher today is well aware of the failures
of the schools. The teacher in a poor neighborhood is likely
to be young, whether in an inner-city school or in a rural
setting. The young, primary teacher then, is the prime Gar-
get of this effort. Although her (most primary teachers are
still women) friends in affluent neighborhoods will encounter
smaller proportions of children who need to develop auditory
skills, and considering the fact that all children can bene-
fit from an enriched auditory program, the person most in
need of competence in developing auditory skills is the pri-
mary teacher in a poor area.
The new teacher is, v/ith few exceptions, poorly pre-
pared to work with children who function below age-grade
expectancies. (Wisniewski, 1968; Bottom, 1970) Many efforts
in humanistic education are designed to help fill the gap be-
tween the expectancies generated by traditional methods
courses and the realities of the urban classroom. (Weinstein
and Fantini, 1970) Certainly every effort to humanize the
schools is commendable. Silberman and other popular writers
have by no means exaggerated their descriptions of the dehu-
manizing pall of many public schools.
Within this humanistic group, however, or somewhat to
17
th© sid.G of it
>
ther© is a. low*~voic©d but articulat© group
of ©ducators who insist that humanizing the schools is not
enough. Barbara Bateman is one of these. She says,
The humanitarian goals and values of the "open"
educators can most effectively be reached or im-
plemented by precise, systematic and scientific
procedures. . . . The key to effectively utiliz-
ing scientific and systematic procedures to achieve
humanitarian and affective, ends is to specify clearly
what it is we are hoping to achieve
. (1971:2)
The cry of the frustrated, idealistic primary teacher is,
"Tell us how to reach these kids." Most of the answers come
in the form of labels. Kleffner suggests that etiology and
labeling have little practical value and that the behavioral
approach has been more fruitful in a practical sense. The
teacher must still work out instructional solutions to learn-
ing problems caused by medical or social ills. (Kleffner,
1962)
Gagne'" describes teaching as "arranging the conditions
of learning that are external to the learner." (1965:26)
While the primary teacher cannot control all the conditions
or variables, the situation is not hopeless. What must be
done is to make a match between the functional level of the
child and the order of the subject matter, and to create the
conditions in which the interaction between child and content
can flourish. Some teachers are already doing this, but the
number is far too small* With appropriate assistance, most
teachers can learn this control.
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Suinmary
From the foregoing explorations into existing condi-
tions regarding young children with learning problems, it
can be clearly seen that the primary classroom teacher who
is responsible for getting these children ready to read needs
more help than is available in most schools. Experts in
learning disabilities and the learning problems of the dis-
advantaged have indicated that most of the remedial efforts
have been in the motor and visual areas and that the auditory
area is relatively neglected. There is an acute need to de-
velop the auditory area and to put the resources in a form
which primary teachers can understand and utilize. The fol-
lowing assumptions have emerged from the preliminary investi-
gation.
Assumptions
1. Most of the ansv;ers to the problem are already in
the literature of the various disciplines. The
investigator assumes that some people recognize
this but these answers have been isolated in the
literature of separate disciplines and have never
been brought to any confluence.
2. The time is ripe for an educator to approach this
body of material from an interdisciplinary viev/-
point and to organize and classify the material
on auditory skills which is most relevant for the
primary classroom teachei
.
3. Since the etiologies of auditory problems have been
adequately covered by several of the listed refer-
ences, any teacher who wants further background
can refer to them. Thus, this study will need to
19
describe the problems only where necessary to
make the remediation clear.
Knriched auditory experience is not conceived
as a cure-all for any of the problems referred
tO| but is presented as one significant factor
in the development of oral language competence.
Amidst the labeling and disagreement, the overriding
question remains, "How can the classroom teacher improve the
academic potential of slow learners by improving their audi-
tory skills?*' The problem of providing the teacher
with the necessary resources determines the form of this
study. Therefore the practical steps toward this objective
have evolved into the following procedures.
Procedures
1. Compare the literature on auditory skills in the
various disciplines v;hich deal with these skills:
reading, language arts, learning disabilities,
language disorders, special education, and music
education.
2. Locate the methods and materials which apply spe-
cifically to the development of auditory skills
in young children; organize and synthesize these
skills in terms of their relationships; and clari-
fy the relationship of auditory skills to oral
language competence and the reading process.
3. Describe an ^proach v/hich the primary classroom
teacher can use to improve the auditory skills of
young children.
20
Glossary
aesthetics - a branch of the humanities which deals withbeauty, order, humor, and related philosophical considera-
^ JL 0ri3 •
^ screening instrument which tests hearing
acuity. It measures the frequency and intensity of sounds
that can be heard.
auding - listening, recognizing, and interpreting spoken
language. Not merely hearing and responding to sounds.(Frierson and Barbe, 196?)
auditory discrimination - the ability to detect sounds and
to distinguish between sounds and to respond to them differ-
ently. (Boothroyd, 1971)
compensatory education - a practical approach to the deficits
of children v;ho lack the basic skills with v/hich to learn.
This yiev/point focuses on strengthening weak skills rather
than description and history.
culturally deoriyed - a popular term for poor children. Some
educators object to this term on the grounds that poor chil-
dren from another culture, i.e., black, Puerto Rican, Mexican,
Indian, Appalachian, or Oriental do, indeed, have a culture
but it is not the culture of the dominant society.
disadvantaged - children whose socio-economic level is so low
that they have failed to develop the oral language competence
and other skills necessary to academic success. (Some black
educators prefer the term ’’oppressed” since this describes
the effects of society on the children rather than putting
the onus on the children.)
dyslexia - a much-disputed term meaning a disorder of children
who fail to learn to read through conventional classroom ex-
perience. Relates to the medical term alexia , an adult dis-
order. (Lerner, 1973)
humanistic education - a viewpoint v/hich places concern for
human welfare, values, and dignity above concerns regarding
the dissemination of knowledge.
interdisciplinary - relating to or drawing from two or more
separate fields of study.
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disabilities - a relatively new field of educationwhich deals v/ith learning problems of children who are not
retarded but who do not learn by conventional methods.
A learning disability refers to one or more sig—
nificant deficits in essential learning processes
requiring special educational techniques for its
remediation. Children with learning disabilities
generally demonstrate a discrepancy between ex-
pected and actual achievement in one or more areas
such as spoken, read, or written language, mathe-
matics, and spatial orientation. (Lerner, 1971:299)
migrant education - instructional approaches designed to meet
the needs of children who grow up in families of migrant v;ork-
ers and are unprepared to meet typical school demands.
normal hearing - the level of auditory skill development a
child is expected to have at school entry.
The child with normal hearing can be said to be linguis-
tically proficient in every sense of the word. He has
a knowledge of the basic rules of his language. He can
produce a potentially infinite number of novel yet
appropriate utterances. Because of his unconscious
mastery over the grammatical structure of his language,
he can combine and recombine its elements indefinitely.
He can produce and understand utterances to which he
has never been exposed. (Moores, 1972:159)
retarded - children at the lower extreme of the slow learner
group. This category is designated by state law and varies
from state to state. Unlike other categories, it is expressed
numerically, i.e., below 70 IQ, below 75 IQ, etc.
slovj learner - any child who is progressing at a significantly
lower rate than his classmates in the regular classroom for
whatever reasons.
urban education - instructional approaches designed to meet
the needs of disadvantaged children in cities.
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CHAPTER II
REVIEW OF THE LITERATURE ON CHILDREN
WITH LEARiaNG PROBLEMS
Overview
The failures and frustrations of the classroom teacher
have spawned a number of provocative books by such concerned
humanists as Silberman, Holt, Kozol, Wisniewski, Weinstein
and Fantini, and others. The effect of these books on con-
temporary education has been to bring out into the open
problems that have festered in American education for two
generations. These problems concern children who are not
learning at average rates.
The frustrations of the primary teacher are possibly
more acute than those of upper grade teachers. V/hile teach-
ers in the intermediate grades may feel the retarded readers
in their classes are the result of faulty teaching in the
primary grades, the teachers in kindergarten and first grade
must either blame the parents or assume responsibility for
analyzing the child’s needs and attempting to meet them where
they are.
The dedicated professional who chooses the second course
is asking for even greater frustration. Thousands of earnest,
concerned primary teachers who manage to attend graduate
courses at a nearby university after a grueling day or during
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summer sessions are met with pressures and confusion as they
get into the various controversies of the specialists who
purport to help them. The experts on disadvantaged children
and/or children having learning disabilities make such a
good case for the failure of these children and their teach-
ers, that they can come home justified in saying, "What’s
the use?"
Dodson, a sociologist, and Cohen, a reading specialist,
make strong statements about the educational buck-passing
which has consumed so much time, energy, and paper without
benefiting slow learners. Dodson states that jargon such as
"low I.Q.," "low social class," "weak ego strength" and the
like is the modern counterpart of the infant damnation theory
of earlier generations. He says both are rationalizations
for the power structure. (1967:67)
Cohen says that classification of retarded readers is
both racial and economic:
If the retarded reader is black, urban and poor,
his retardation is considered a concomitant of
being disadvantaged. ... If the retarded reader
is white, suburban and middle class, his retarda-
tion is often labeled dyslexia or is explained as
the result of perceptual dysfunction. (1971:270)
Psychologists of different persuasions, generally tend-
ing toward the behavioristic or the humanistic, pull the
teacher in different directions so that she has good reason
to feel that whatever she does is wrong. This feeling is
often expressed in workshops and conventions as well as in
the teachers* lounge.
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Specialists in one aspect or another of learning disa-
bilities do not agree on definitions. The state rulings on
the definition of a retarded child, for example, vary widely.
The various categories of handicap have dozens of terms.
(Lemer, 1971; Grzynkowicz, 1971) Learning disabilities is
a preferred term since it describes a child* s problem in
educational, rather than medical, terms.
State provisions for teacher education vary even more
widely and the requirements of teacher education institutions
vary most widely from very tight, traditional curricula to
carte blanche .
Among the visual experts, there is an open feud between
the ophthalmologists and the optometrists on the relationship
of vision to academic success. Articles in popular magazines
reflect the one-sided opinions of these experts and confuse
parents and teachers alike. For example, ’’The Miraculous
New *Eye Exams*” in the August 1972 issue of Woman *s Day
states that children learn mainly through visual stimuli.
This is the optometrists* viewpoint. It is certainly not
shared by ophthalmologists and is directly contrary to the
writings of specialists in auditory problems such as
Myklebust and Zigmond. But the average teacher, like the
average parent, is a victim of these one-sided views.
The cognitive dissonance set up in the minds of teach-
ers due to the effort of trying to assimilate all this new
and conflicting information into the old cognitive structure
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is extreme (Festinger, 1957; Ausubel, 1968). The teacher
who most wants help, enough to enroll in workshops, insti-
tutes, and college courses, is often the most resistant.
The conflict is rather complex. The teacher seeks help be-
cause she feels inadequate. Then the help she gets is so
controversial and confusing that it makes her more tense
than before. There are also administrative complications.
Having learned a new, and possibly better technique, the
eager teacher may not be allowed to use it in the class-
room. There are administrative considerations, community
expectations, precedents and policies which must be dealt
with in an orderly manner, depending on local conditions.
McGrady*s categories are most helpful to the classroom
teacher. McGrady divides the disorders of language and learn-
ing into four main categories; sensory deprivation, experi-
ence deprivation, emotional disorganization, and neurological
dysfunction. Some writers use the terms sensory and percep-
tual interchangeably so that they speak of children with
learning disabilities as suffering from sensory deprivation.
McGrady limits the term sensory deprivation to the category
of children who suffer from hearing impairment or visual im-
pairment. These involve the peripheral nervous system and
include tne hard-of-hearing and partially sighted as well as
the deaf and the blind.
The term experience deprivation indicates a lack of
opportunity to learn rather than a pathology. It is used to
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include such factors as cultural deprivation, lack of school-
ing, and even mismanagement or poor teaching. These are so-
cial variables "which have deprived the individual of normal
experiences prerequisite to adequate learning." (McGrady,
1968:203)
_Emotional disorganization refers to personality dis-
orders, character disorders, neuroses and psychoses, i.e.,
internal factors which have interfered with learning. Neuro-
logical dysfunction represents a number of sub-types and a
larger population than any of the other categories. This in-
cludes mental retardation as well as lesser degrees of gen-
eral intellectual incapacity.
The dysfunctions of greatest present concern are called
Specific Learning Disabilities . McGrady explains:
The child who fails to learn, despite adequate sen-
sory integrity, emotional stability, mental capacity,
and opportunity to learn is classified as having a
specific learning disability. If other causative
possibilities can be ruled out, the assumption is
made that the central nervous system is implicated.
Specific learning disabilities include perceptual
disorders, language disorders, memory disorders,
disorders of cognition, abstraction or thinking,
and motor disorders. ( 1968: 203)
Within the category of language disorders, a child may
suffer from problems with reading (commonly called dyslexia)
or with writing, and on the oral language level, with either
expressive language (speech) or receptive language (auditory
skills) . This investigation is in the area of auditory
skills as an important and relatively neglected factor in
language development.
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The children who suffer from experience deprivation
seem to lack many of the same auditory skills as those who
lack them because of a specific learning disability. Whether
because of neurological problems or social problems, many
•i*ive“ and six~year*~olds are not ready to interact success*"
fully with the traditional primary curriculum because of a
developmental lag in auditory skills. For this reason, it
seems logical to study some of the literature on language disorders
and to select from it the techniques which a primary class-
room teacher can use safely in an attempt to compensate for
auditory deficits. V/hile it is generally recognized that
many of these children should have the privilege of working
with a learning disabilities specialist or a speech and hear-
ing pathologist, it is also generally recognized that only a
very small percentage of the nation’s poor will ever have
this privilege. In the meanwhile, it seems that many of
these proven techniques can be used by the classroom teacher.
Even if the auditory skills are raised by a relatively small
percent, the effort should prove far more beneficial than the
present practice of subjecting thousands of young children
each year to formal reading instruction before they have the
prerequisite skills.
The development of auditory skills is not seen as one
more panacea. As McGrady indicated above, there are still
several other factors which might militate against a success-
ful academic experience. This investigation is simply an
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effort to improve the prognosis by modifying experiential
deprivation in the area of mismanagement, or poor teaching,
through intervention at the pre-reading level with massive
doses of structured, satisfying, auditory stimulation.
Before getting into the main topic, it seems relevant
to examine other views of early childhood intervention which
are currently influencing public school practice.
Motor-perceptual Development and Learning Disabilities
The motor perceptual view takes the position that a
child cannot function on an advanced level, as in a complex
task such as reading, unless he has mastered the earlier
stages in motor and visual development. Its logic lies in
the fact that children who have difficulty with reading are
often poorly coordinated and often have visual problems.
Exercises were devised by Getman, Kephart, Delacato, and
others to strengthen the motor and visual development of the
child so as to form an adequate foundation for more advanced
kinds of learning. Some of these efforts, such as Delacato*
s
made extreme claims for the beneficial effects of motor train
ing. (Cohen, Birch, Taft, 1970; Lemer, 1971)
The optometric point of view is expressed by Getman, a
pioneer in visuomotor theory. Getman believes ’’that ey_eg^
child can be benefited to some degree by the meaningful ac-
tivities and experiences which develop the visual skills
that can lead the child toward reading ability." (1962:21)
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(Emphasis in th© sourc©#) Getman*s book How to PevGlop Your
Child *s Intelligence was first published in 1952. It is
based on the belief that "vision is intelligence," that chil-
dren grow up in a "visual world" (1962:20).
Lerner says of this approach that:
Vision is defined as the learned ability to under-
stand things that cannot be touched, tasted, smelled,
or heard, and is the process whereby space is per-
ceived as a vjhole. Vision is differentiated from
both sight and acuity. . . . Vision, within this
framework, is learned and refers to the child*
s
ability to interpret the world and his relation-
ship to the world. (1971:91)
Lerner suggests that in Getman*s model the role of
vision is over-extended while the role of speech and language
in the learning process is relatively neglected. Other crit-
ics have indicated it is an oversimplified view of the learn-
ing process. (Lerner, 1971) The inference is that the blind
or crippled child could not develop skills of cognition or
abstraction since he could not reach them through visual-
motor paths. Lerner states:
Such children, of course, are not necessarily se-
verely limited in mental growth. Further, the
model does not clarify how the child moves from
motor and physical development to the cognitive
stages of learning. The complex role of feedback
for providing information and another mode for
learning is omitted from the model. Finally,
empirical evidence to support the theoretical
framework is lacking. (1971:95)
Carlson and Greenspoon discuss perceptual training in
terms of its various related components:
One problem for optometrists is that they do not
have the appropriate background to apply maximally
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effective teaching procedures, regardless of
whether or not their procedures are potentially
useful. ( 1968 : 168 )
They explain:
A perceptual-motor problem is seldom found in iso-
lation, but usually in conjunction v/ith other symp-
toms and causative factors. To treat only one
aspect of a problem is to court disaster . . .
many reading problems and learning problems in
general are involved as much with the auditory
and haptic areas as with the visual modality.
Specialists in other areas may have to work to-
gether with the visual specialist before some in-
tegration of the organism can be achieved. (1968:
i6i)
Getman*s view, however, is not limited to visual prob-
lems. He states that the child "is a totality, and all per-
formance skills are related and dependent upon each other."
(1962:27) He also suggested that the relation between vision
and language is evident in the labeling activity of a small
child. In the early stages of language development the child
goes about the house pointing to various objects and asking
their names. This is the way a child verifies his visual
discrimination of the things about him. (Getman, 1962)
Getman seems to represent a broader view of learning than
some of those who followed with later research. Getman states:
"Vision and language are closely related abilities—they sup-
port and extend each other while they save time and energy by
replacing action." (1962:28)
A number of ophthalmologists expressed the view that
optometrists engaged in visual training were extending them-
selves outside their area of expertise. They have suggested
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that there is no proof that training gross motor functional
patterns improves perception and learning. They feel the
visual motor concept is vague, that learning disabilities
may involve a broad spectrum of problems "ranging from poor
pedagogical techniques through emotional inhibitions, mini-
mal brain dysfunction, degrees of intellective deficit, and
hereditary difficulties." (Rosner, 1968:454) They suggest
that the visual motor difficulties are only associated condi-
tions.
The danger, of course, lies in making unsupported
claims. V/hile training in visual-motor tasks may sometimes
improve visual perception, we still lack evidence that per-
ceptual training transfers to reading. (Silver, Hagin and
Hersh, 196?; Brown, 1969; Barton, 1971) However, where a
child has visual perceptual problems, even an improvement in
visual perception can make a significant difference in the
way he uses his eyes. The child who is using his eyes inef-
fectively has more discomfort during reading and less visual
feedback. While such training is not likely to solve all
his problems, it certainly seems that improvements in visual
perception warrant such training where the visual deficit has
been properly diagnosed.
Grzynkowicz (1971) describes the early work in percep-
tual training. Among the earlier workers was the French
physician, Itard, who is perhaps best known for his experi-
ments in sense training with Victor, a child who had been
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found in the woods. Itard’s experience with deaf mutes in
Paris gave him reason to believe that Victor had normal in-
but that his senses needed to be awakened. Itarc?
attempted to isolate the senses and to train them one by one.
Ibard s pupilj Secj^uin^ continued to explore his sense
training theories but he believed the child functions as a
unit and did not attempt to isolate the senses. Sec^uin be-
gan v;ith motor training, as do modern exponents of motor-
perceptual training. His use of music is especially
interesting in the light of modern theory. Grzynkowicz
says that "In training the sense of hearing, Sequin made
use of music and found it to be of great value even with
the deaf." (1971:25)
V/hile an impressive number of motor-visual experiments
during recent years have indicated that these exercises have
beneficial effects, there is at least an equivalent amount
of research that discounts these claims. The significance
of this contrary evidence may be seen in the fact that
Connecticut is now de-emphasizing the motor-visual training
for children with learning disabilities, while not phasing
it out entirely, and is going into a much stronger emphasis
on auditory training since auditory skills are more closely
related to oral language fluency ana reading. (Dennis
Keenan, personal communication, February 7, 1972)
Some of the visual research raises important questions.
Getman says there is growing evidence that children "are not
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learning to see what they are looking at—and as a result,
are getting but a small portion of the information they should
be achieving through the visual system." ( 1970:2) Getman
cites one experiment in which a psychologist ran electro-
encephalographic tests on preschool and primary children
while they watched television cartoons. He found the chil-
dren reached such a state of passivity that the Alpha wave
did not damp out. This indicates that children may actually
be learning to watch without seeing.
Lerner suggests caution in the use of motor training;
Deficiencies and lags in basic motor development
may lead to subsequent difficulties in other areas
of learning. However, not all children with learn-
ing disabilities have a deficiency in motor devel-
opment, and a routine recommendation of motor
training for all children v/ith learning disabilities
should be avoided. For many youngsters, the break
in learning developed at some other point in the
developmental process. (1971:107)
In a small percentage of cases, the work on movement
moves into the aesthetic and recognizes the benefits of
rhythm and dance. V/hile the value of aesthetic movement for
the remediation of motor perceptual problems is recognized
by some school systems, teacher education programs, private
schools and institutions, it is not yet reflected in the re-
search to a significant degree. One of the rare examples
was The Use of Rhythmic Patterning for Neurologically Handi-
capped Children by Carolyn Goldsmith, an experienced dancer.
Goldsmith conducted a movement class at the DeWitt Reading
Clinic for a group of ten-year-old boys who evidenced some
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neurological handicap and specific language disability such
as inability to read, write or spell. Goldsmith writes:
Early in my teaching I had come to the conclusion
that all art had as its basis strong kinesthetic
and sensory awareness. Through my observations of
the boys and through my study of the neurophysio-
logical approach to learning, I realized that human
learning had this basis also and that humans are
handicapped in taking in or giving out the written
v/ord if their motor functions have not followed
their normal course of development. (n.d.:114)
Goldsmith designed and described an excellent program
which might be useful to other teachers. Her stay of four
months at the clinic was "too brief to make any definitive
conclusions as to the carry-over from the movement class to
the classroom work of the students." (n.d.:119) She states:
"The fact that people learn in different ways suggests that
movement as a learning tool might be useful not only to chil-
dren with reading disability but to normal learners as well,
certainly at the kindergarten and primary levels for reading
readiness." (n.d.:119)
Drake (1964) suggests that Goldsmith’s assumptions,
while not yet verified, may be very relevant. During a long
association with children who have reading problems and learn-
ing disabilities, Drake observed a close relationship between
the development of rhythm in children and their motor func-
tions. He states that six years of testing, observation,
and research have shown that "the development of rhythm is
intimately related to the acquisition of reading, writing,
and spelling skills. A failure to develop rhythm
usually
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predicts a failure in symbolic functions." (1964:202) Drake
says that rhyttim appears to be related to fine motor skills
and patterned motor skills:
The skilled use of a pencil or a coping saw requires
fine motor control. Performing a folk dance or drum-
ming a variety of beats requires patterned motor
coordination. Running, pushing, jumping, or throw-
ing a large ball, on the other hand, requires gross
motor coordination. It is in the first tv/o areas
that the dyslexic reader often shov/s deficits, even
while shining as a lineman on the football field or
as a guard on the basketball court. (1964:203)
The effect of rhythm on handwriting is recognized by
many teachers. Physical education teachers and music special-
ists are also well aware of the relationships. But only a
small percentage of reading specialists, administrators, and
classroom teachers in this country make wide use of rhythm
and listening as cognitive tools. (The LEIR program for
reading instruction is a notable exception.) This relation-
ship will be explored in a later chapter.
The motor-perceptual view of learning disabilities
seems to have as many critics as enthusiasts. The main criti-
cism is that proponents of visual-motor training have extended
their claims too far. This criticism also applies to writers
of reading programs. Educational enthusiasts in any area
tend to develop more optimism than research v/arrants. How-
ever, the various specialists also tend to keep one anothei
in check. Despite the criticisms, it seems that certain
visual problems can be modified through training, rather than
through corrective lenses or surgery, and for children with
36
correctable problems, the contributions of these optometrists
are valuable.
The Linguistic View
Primary teachers are aware that there are four language
arts; listening, speaking, reading, and v/riting. They are
generally listed in this order since listening precedes
speech Ly a year or two and reading and writing are expected
to develop about four years after that.
Listening and speaking are called the primary language
arts, and reading and v^riting are called the secondary lan-
guage arts. All languages do not have a written form. Both
listening and reading are forms of receptive language and
speaking and writing are forms of expressive language. There
is some controversy over the developmental order of reading
and writing since man obviously had to encode language, that
is, to put his v/ords into written form, before anyone could
read it. This controversy does not affect the primary lan-
guage arts, however, since there is no question about the
fact that infants all over the world listen for a year or two
before they speak.
Vygotsky (1962) describes the developing thought and
language of the child as one unified phenomenon. He expresses
impatience with those who try to separate thought, word, and
feeling. Vygotsky writes:
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V7e have in mind the relation between intellect and
allect. Their separation as subjects of study is
a major v/eakness of traditional psychology sinceit makes the thought process appear as an autonomousIlow of "thoughts thinking themselves," segregatedfrom the fullness of life, from the personal needs
3.nd interests, the inclinations and impulses, ofthe thinker. (1962:8)
Experience with autistic children shows dramatically
the close relationship between speech and feeling. Research
with retarded children has also revealed a great deal about
the nature of language development. Schlanger (196?) takes
issue vj’ith ohe reasoning that regards defective communication
as a result of mental retardation. He proposes the idea that
"poor]y learned communication habits may further depress the
learning abilities and the self-evaluation of the mental
retardate." (1967:139)
The literature seems to be in agreement that language
development and the self-concept go hand in hand. The child
in a normal environment learns the names of body parts as he
is fed, bathed, dressed, and talked to. This verbal experi-
ence with his mother gradually builds a child’s concept of
himself as a complete person who is capable of certain accom-
plishments. This experience begins in infancy as the child
learns to touch his eyes, nose, head, toes, etc. on command long
before he can say the words. (Lenneberg, 1967) The first words
concern the child himself, his food, clothing, and immediate
surroundings. The speech of a small child is largely
egocentric (that is, confined to his own experience) and small
children commonly do a good deal of talking to themselves.
This spontaneous activity helps to consolidate language learn-
ing. (Furth, 1970)
This listening-speaking-feeling-thinking process goes
on simultaneously. A child learns to put his feelings and
thoughts into words and as he does so he is able to refine
his thoughts further. Language comprises the tools for
thinking. (Vygotsky, 1962)
May says that v^ords only describe our feelings and our
language habits. He emphasizes the point repeatedly that
reality is subjective, a matter of common and educated per-
ceptions. He explains that words influence men*s auditory
and visual perceptions and these perceptions are closely tied
to familiar language associations. May describes the rela-
tionship between perception and language:
The most distinguishing characteristic of modern
man is his language—And one of the most interest-
ing aspects of language is its effects on man*s
perceptions of his world. Most men appear to make
the unconscious assumption that their language con-
forms to their thoughts. Yet, in most instances the
exact opposite occurs: Men think in certain v;ays
because their vocabulary and language structure force
them to think in those ways. . . . From infancy, a
human being is taught to perceive his world accord-
ing to the noises (words) and sequence of noises
(grammatical patterns) which older humans are using.
Either he learns to perceive in their way or face
the prospect of isolation. A normal child chooses
the former alternative. (1967: 7^)
Both the motor-perceptual view and the linguistic view
agree on the importance of oral language development as a
foundation for the secondary skills, reading and writing.
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V/hat they disagree on is the origin of language. Chomsky
represents the linguistic view that language is innate, that
each normal human being develops competence in his native
language and that tnis language has a system which is called
the grammar of that language. (1964) Chomsky concurs with
Descartes that language is a species-specific human posses-
sion. He takes issue with the behavioral sciences. He
feels they show an unfortunate tendency to extrapolate meager
information to issues of broad social concern.
Linguists generally agree that a normal child has mas-
tered the sounds, vocabulary, and syntax of his spoken lan-
guage by about six. Hotel states;
The average four-to-six-year-old has a mastery on
the behavioral level of basic intonation and syn-
tax patterns. Moreover, he knows how to manipulate
sentences by substitution and transformation in his
speech. (1967:218)
The basic language system then forms the basis for reading,
writing, abstract thinking, and subsequent learning.
Divergent language . Carroll (1967) suggests the use
of studies of retardates to improve the knowledge of child
language development. He says that;
in mental deficiency we might be able to observe
a sort of slow motion picture of these grammatical
developments. Development would, to be sure, be
much retarded; but we might expect at least some
parallels with language development in the normal
child. (1967:40)
Other writers have suggested that the study of slow learning
children can contribute to the general understanding of how
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all children learn. Carroll says, further, that "we do not
^®3-lly have adequate information concerning the development
of speech sound discrimination and production even for chil-
dren of normal intelligence." (1967:44) Observations of
normal children and particularly large numbers of children
suggest the norms, but beliefs about what is normal have
changed in recent years. V/hat used to be considered "cor-
rect" speech has given way to broader interpretations of
grammar and dialect. The emphasis now is on the effectiveness
of communication rather than on grammatical rules within the
dialect known as standard English.
Regarding dialect forms, Bloomfield states that so-
called mistakes in language are simply dialect forms carried
into the standard language. He says, furthermore, that since
different classes communicate little, relatively few children
grow up speaking standard language as their mother tongue.
(1970)
Communication depends upon structure, rather than on
vocabulary alone. Botel says that four basic sentence pat-
terns, plus substitutions or transformations, are the basis
for most of our sentences. A child can use basic sentence
patterns and make himself understood without using the pre-
ferred dialect. Much of the literature on the language prob-
lems of the disadvantaged child centers around dialect. One
view of this controversy is that the child must learn the
standard dialect if he is to succeed in a world that reads
u^nd v/ritss sjid conducts its business in thut diulect* This
view is held by Cohen (1969), Golden (i960), Zintz (196?),
Bereiter and Engelmann (1966), and others. The second view,
expressed by Bloomfield (1970), Baratz and Baratz (1970),
Goodman (1971), and others, holds that the child’s language
is to be respected and utilized, whatever dialect he may have
learned. Opinions vary within this view on the education of
the child. Goodman says that all of us speak some dialect
and that "though some dialects may carry more social prestige
than others, they are not necessarily more effective in com-
munication." (1971:354) Baratz and Baratz object to the
low estimate of Negro speech patterns by writers who treat
divergencies from white cultural norms as pathological. They
state, "There is not evidence to suggest that the ghetto
child is cognitively impaired by his mother's sensory social
interactions with him," (1970:37) This is a reference to
such studies as the frequently mentioned Hess and Shipman
study of Negro mothers and their children. (Hess and Ship-
man, 196B) Hess and Shipman built on Bernstein's work with
maternal language styles in London and found that patterns
of child rearing have a significant effect on language devel-
opment. This study investigated styles of control, language
style, and educability factors, in four groups of forty
mother-child pairs, the middle-class mothers differed sharply
from the other three groups. There were marked differences
on all cognitive tasks and a striking difference in verbal
behavior.
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Writers who argue for teaching standard English as a
second language feel the child who speaks non-standard Eng-
lish suffers a severe academic handicap. Baratz and Baratz
feel it is the system which should make the adjustment. They
state:
It would be a mistake ... to conclude that these
differences in language and teaching style cause
the child to be uneducable. What makes him appear
’’uneducable" is his failure in an educational sys-
tem that is insensitive to the culturally different
linguistic and cognitive styles that he brings to
the classroom setting. The school, therefore, fails
to use the child’s distinct cultural patterns, as
the vehicle for teaching new skills and additional
cultural styles. (1970:39)
Lavatelli is sympathetic. She says that "on grounds
of mutual intelligibility there seems to be no reason for
the educator to attempt to teach the child to speak the
standard dialect." (1971:14) She also deplores the common
practice of constantly "correcting" the child’s speech and
thus causing needless antagonism and frustration. She does
say, however, that the child who speaks a nonstandard dialect
"should be exposed to a speech model from the standard dialect,
perhaps with special emphasis on discriminating distinctions
in the standard dialect different from those in the nonstand-
ard dialect . " ( 1971 : 14)
Oral language and reading . The relation of oral lan-
guage to reading is overlooked by common school practices.
(Horn, 1970) Reading is commonly regarded as a "given" ac-
tivity for first grade. Recent experience with retarded
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readers, whether classified as disadvantaged or suffering
from learning disabilities, is proving that thousands of
children are not ready to read in first grade—or in second.
Developmentally viewed, reading is an extension of the
listening process. Listening involves the input of symbols
(words) through the ear and reading involves the input of
symbols through the eye. Actually, the visual symbol is a
symbol of a symbol. A word is not an object, but simply a
label, or symbol, for an object. (May, 196?) Translating
objects into symbols makes abstract thought possible. Primi-
tive man must have found at some point that it was much more
convenient to communicate by means of words than by manipulat-
ing the objects they represent.
Young children go through the same process as they
store up words by pointing to the various objects around
them and eliciting the words for them, and later by asking
questions. Chukovsky says, "Adults who irritably avoid an-
swering the ’boring* childish questions commit an irrevocable
and cruel act—they forcibly retard the child’s mental growth
and thwart his spiritual development." ( 1968 : 31 )
The reading process, then, is a matter of recognition.
A child learns to recognize in print what he is familiar with
as sound. This is already a fair].y advanced and complex
process. For the child who speaks a different dialect than
the one on the printed page, the task is much more difficult.
Goodman states: "The more divergence there is between the
dialect of the learner and the dialect of learning, the more
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difficult will be the task of learning to read.” (1971:354)
This IS true whatever the reason for the difference between
the oral language of the child and the printed material.
The association between sound and meaning must be well
established before reading. For many children initial read-
ing instruction is a nightmare of confusion because they are
forced to be aware of sound, form, structure, and meaning
all at once. McKee warns teachers of the danger of practices
which encourage a primary child "to center his attention, as
he reads, on form and structure rather than on meaning and
content” since this may "lead him to conclude that reading
is much more analytical and difficult and much less satisfy-
ing than it is or should be.” (1966:193)
Ausubel makes an important distinction between "the
meaningful learning of potentially meaningful material and
the rote learning of tasks that contain already meaningful
components." (1968:46) (Emphasis in the source.)
Much of the reading instruction in public schools is
actually rote learning of more or less meaningful material.
V/idespread criticisms of basal readers have resulted in more
attractive and stimulating material for primary children but
emphasis on the establishment of adequate oral language
foundations has not caught up. Where the words, phrases,
and sentences are not already meaningful to the child, "the
learning task is not potentially meaningful because these
• • • associations ... cannot be related to the learner’s
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existing knowledge in a nonarbitrary, nonverbatim fashion."
(Ausubel, 1968 : 46 )
Disadvantaged children suffpr most severely from the
weaknesses of traditional methods. Horn states that; "Only
in recent years has the notion begun to occur to educators
that the reading materials and methods utilized in American
schools have constituted extremely effective built-in fail-
ure mechanisms for disadvantaged students." (1970:7) Horn
lists four school-related factors which are added to the
problems a disadvantaged child brings to school:
1. widespread ignorance on the part of practi-
tioners concerning principles of language
learning, for example, the erroneous belief
that standard speech is attained by the memori-
zation of rules of grammar;
2. frequent introduction of the decoding phase of
initial reading instruction before adequate
oral language development has occurred;
3« inadequate or nonexistent tests for assessing
phonological and syntactical problems and oral
language fluency in American English; and
4. teachers* inability or failure to diagnose and
remedy oral language deviations that seriously
inhibit learning to read in standard American
English. (1970:7)
The material used for beginning reading instruction
should be wholly familiar to the child as meaningful auditory
material before he is expected to learn the visual symbols
for the same language material. As reading is so often
taught, the child v/ith inadequate language fluency is forced
into learning two complex tasks at once. He is expected to
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Isarn the language at six that he should have learned in the
previous four years. He is also expected to translate this
newly acquired material into its visual forms. The anxiety
set up by working at the frustration level day after day,
and responding also to the anxiety and frustration of the
teacher, is unfathomable. The lack of understanding on the
part of teachers and administrators is evidenced by the fact
that "over the years. Spanish-speaking and black children
have erroneously been placed in special-education classes
on the basis of tests that are invalid for children with
linguistic differences." (Horn, 1970:1) Horn strongly rec-
ommends a new focus on oral language since most of the in-
struction in our schools is given through language.
Piaget’s theories on the learning stages of childhood
have influenced much of the educational literature and are
gradually affecting practice, in some instances. Furth's
interpretation of Piaget is one of the most appropriate for
the classroom teacher. Furth concurs with Horn on the mis-
uses of intelligence-test scores. He states:
Using IQ-test performance to infer a low intellec-
tual capacity in people who have a different cul-
ture is only one rather blatant example of such
misuse. ... A major weakness in the "IQ approach"
to intelligence is the acceptance of predetermined
limitations on what a child can accomplish. (1970:
13)
Furth suggests this approach establishes premature ex-
pectations and is unfair to gifted and slow learners alike.
He contends that early reading is not intrinsically related
47
to intGlligence and that "its one—sidad amphasis implias an
undaramphasis of intallactual davalopmant .
" (1970:6) Ha
says tha raason raading-focusad programs ara baing quastionad
today is that thay hava not baan producing satisfactory re-
sults. Furth baliavas that tha tragic result of precocious
emphasis on reading is not failure to nourish the intellect
but the waste of the motivational forces in normal five-and-
six-year-olds. Elementary schools should be strengthening
the thinking skills on which learning is based.
Skill in reading and writing is not the criterion of
success. Even children who are reading and writing accord-
ing to school expectations are wasting a good deal of valuable
time since they are engaged in these vicarious activities in-
stead of in more direct learning experiences. Reading is a
specialized skill which has little to do with thinking in
the early elementary grades. (Furth, 1970)
The teaching of phonics to kindergarten and first grade
children is another common practice. For children with imma-
ture auditory development, however, an early emphasis on
phonics can be counter-productive. (Wepman, I960) Phonics
is a word recognition technique, "A means of helping the
reader recognize words through association of speech sounds
with the letters he sees in the woi'd." (Anderson, 1968:212)
For children whose sensory development has not progressed to
being able to fuse the visual and auditory input, the phonics
approach may create confusion. Grzynkowicz states:
For children who are accustomed to a blend of manyloud noises which they have learned to ignore, thefine auditory discrimination necessary for phonicsis most difficult. It is easy to tune out the
teacher entirely. (1971:9)
Linguistically different children hear the sounds of
the target language filtered through a different phonemic
structure. It is not simply that they cannot pronounce them;
the sounds we are so sure of actually sound different to the
child who speaks a language or dialect other than standard
English. (Stockwell and Bowen, I965 )
Vygotsky ( 1964 ) suggests another source of confusion.
He explains that while external speech begins with one word,
then connects two or three, and later advances from simple
sentences to more complicated ones, that meaning follows the
opposite route. ’’Semantically, the child starts from the
whole, from a meaningful complex, and only later begins to
master the separate semantic units, the meanings of words,
and to divide his formerly undifferentiated thought into
those units.” (1964:126) It seems the semantic and phonetic
developmental processes develop in opposite directions.
For the child developing meaning from the general to
the specific, the fine differentiations of meaning represented
by a difference in one sound, as in a plural or a change in
verb tense, represents a relatively advanced level of semantic
development as well as advanced auditory discrimination and
advanced articulation. Both the neurologically immature and
the dialect speaker may be unready for such fine differentia-
tions in first grade. They may need to attain a higher level
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of verbal fluency and of auditory discrimination before the
teaching of phonics will be productive for them. The pri-
mary teacher must be aware of the various levels of develop-
ment in each area; visual, auditory, motor, and speech, as
well as the social and emotional variables in each child, in
order to plan appropriate materials and teaching strategies.
This is the kind of task analysis that Bateman (1971) de-
scribes as one of the essentials of teaching. Specific prob-
lems have not responded to generalized solutions. Bateman,
Cohen, Peter, Lerner, Grzynkowicz, Ausubel, and others urge
teachers to use prescriptive teaching in place of unscien-
tific traditional methods. Vague concepts and generalized
assumptions are no more valid in teaching than in medicine.
Pediatricians do not expect all infants to thrive on the same
formula. Teachers should not expect young children to thrive
on the same intellectual nourishment.
The sounds and words which come to a child as auditory
input must be internalized. Perception must be followed by
cognition. Ausubel says the difference between perception
and cognition is "one of immediacy and complexity." He says.
Cognition involves such processes as relating the
new material to relovant aspects of existing cog-
nitive structure, ascertaining how the resulting
new meaning can be reconciled with established
knowledge, and recoding it in more familiar and
idiosyncratic language. (1968:56)
The rate at which new sounds, words, and meanings can be in-
corporated into the existing cognitive structure varies from
one child to another and this individual variation is more
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criici.3.1 to th6 SU.CC6SS of this intGrna.liz3.tion than anything
the teacher does.
The motor-perceptual view and the linguistic view seem
to be two opposing views of the child with learning problems.
The difference may come from a narrowness of focus on the part
of specialists with each group seeing the whole child in terms
of its own perspective. Lenneberg (196?) explains the rela-
tionship of language development and motor development from
a biological view;
About age three manual skills show improved coordina-
tion over earlier periods, but dexterity is still
very immature on an absolute scale. Speech, which
requires infinitely precise and sv/ift movements of
tongue and lips, all well-coordinated with laryngeal
and respiratory motor systems, is all but fully de-
veloped v/hen most other mechanical skills are far below
their levels of future accomplishment. The evolvement
of various motor skills and motor coordinations also
has specific maturational histories; but the specific
history for speech control stands apart dramatically
from histories of finger and hand control. (1967:131)
Lenneberg suggests that the language-maturational proc-
ess proceeds quite independently of motor-skeletal maturation.
This explains why children with impaired motor development may
have normal language development and why some children may
develop language late despite normal intelligence and normal
motor development.
The Missing Link
One consistent omission in the reports on research in
motor—visual training is the auditory factor in visual
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It S66H1S obvious thut in cnsos of non—ronciorsi
poor readers, or retarded readers, all the directions would
have to be verbal* If the children cannot yet read written
directions, it seems safe to assume that all the directions
the children receive for carrying out the perceptual-motor
exercises must come through the auditory modality. This
factor was not mentioned in the conclusions of the dozens
of studies reviewed.
In terms of the entire learning process, then, it seems
reasonable to assume that the good effects of motor-visual
training are due not only to the exercises themselves and the
individual attention which the children receive, but to the
fact that the children are following directions with their
eyes and large muscles which have come through their ears .
In other words, the child may be using his entire visual-
auditory-motor equipment simultaneously and consciously for
the first time.
One study came close to discovering this aspect of the
training, but failed to recognize it. In a study reported
in Academic Therapy , McCormick, Schnobrich, and Footlik
(1969) reported on a rather thorough program of perceptual-
motor training and its effect on reading. They mentioned the
importance of internalizing self-control and of promoting
concentration of attention on the movements, and stated;
”We therefore give our commands and corrections in a loud,
sharp voice keeping the child alert and concentrating his
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attention on his movements and their consequences." (1969;
173) However, the effect of this auditory stimulation was
not ever mentioned in the authors* conclusions. They were
comparing the effects of perceptual-motor training on normal
children and on retarded readers and their conclusions were
in line with the original question. They stated:
Our design allowed us to demonstrate this: the
children who were reading, initially, below grade
level and who received perceptual-motor training
showed clear and significantly larger gains in
reading achievement over the control group. The
evidence can be interpreted as lending support to
the principle that some form of patterned perceptual-
motor activities facilitates the development of
cognitive skills (at the very least, reading
achievement). (1969:174)
The limited nature of the conclusions is a good example
of the limitations of conventional research pointed out by
Berry (1969), Provus (1971), and Stufflebeam, et al. (1971).
If the research design is held to the positive or negative
proof of one research question, then the researchers may miss
a related point, since they are in no position to avail them-
selves of serendipity. In normative evaluation, or discrep-
ancy evaluation, one has the freedom to note other related
variables and to capitalize on them.
This study is particularly interesting because it deals
with the fact that slow learners often appear to be inatten-
tive and withdrawn. They are easily distracted and usually
less alert than average children. This behavior is also true
of children with impaired hearing. Clearly, these children
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are tuned out, or turned off. The visual-motor training is
carefully structured at the success level and the children
are given frequent auditory stimulation in the form of direc-
tions, corrections, or approval. Recent literature suggests
that if other tasks were also structured at the success
level, organized in terms of individual needs, and supported
by adequate and appropriate auditory stimulation, the whole
potential of the slow learner might be raised significantly.
Lerner writes: "There is growing evidence that auditory
and language deficiencies are extremely important factors in
learning difficulties, and these factors have been neglected
in comparison to the emphasis given to visual aspects of
learning." (1971:150)
Getman also believes that information systems are not
only interrelated but interdependent. He claims that there
has to be both auditory and visual imagery in the production
and monitoring of sounds and he conducted an interesting ex-
periment relative to this question:
Since reading is largely a visual act, and reading
aloud seems to assist many children to gain better
comprehension of the material, v;hat is the role of
audition in this performance? If audition monitors
the speech act, does it also monitor or influence
the ability to achieve a visual image of the material
being read? (1969:70)
Getman then procured some earmuffs such as are used by groui.d
crews around jet engines. He and other adults tried reading
a page with the auditory input thus blocked out and found
"there was no trace of comprehension, and all of us reported
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no imagery!!!" (1969:70)
Regarding the input-catpjt processes involved in language
learning, Johnson and Myklebust state:
The spoken word comprises auditory receptive ca-
pacities (comprehension-input) and an auditory
expressive function (speech-output). Reading
and writing entail visual receptive and visual
expressive processes, reading being a receptive
(input) and v/riting an expressive (output) func-
tion. It is apparent that deficiencies might be
auditory and/or visual in nature. (1967:20)
The entire learning process is much more involved than
is commonly believed. (Berry, 1969) Through working with
impaired children, much has been learned about the problems
of information processing. Specialists in education, medi-
cine, language, psychology, and other professions have made
important contributions from their separate viewpoints.
There is still a great deal to be learned. Johnson and
Myklebust state: "Many investigators now stress that as a
process learning has been seriously over-simplified in edu-
cation, psychology, and neurology." (1967:27)
Lemer (1971) suggests that the field of learning
disabilities brings together specialists from several disci-
plines in a common interest. Bateman (1967) also stressed
the importance of different specialists working together to
solve a child’s problems. The fact that efforts in different
fields have been successful in helping children learn suggests
that improvement in the functioning of any modality visual,
auditory, or motor—has a stimulating effect upon the child
and raises the total informational input.
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Th© r©s©©rch sxid. discussion bnisily outlin©d cibov©
ij^dicnt© thnt th© missing iink in p©rc©ptu©.l t mining is
th© auditory factor* Whil© t©xts on l©arning disabiliti©s
includ© w©ll d©v©lop©d s©ctions on th© d©v©lopm©nt of vis-
ual skills, relativ©ly littl© has b©©n don© in this ar©a.
Curr©nt practic©s in th© d©v©lopm©nt of auditory skills will
b© r©vi©w©d in th© n©xt chapt©r.
Th© Rol© of th© Classroom T©ach©r
It is difficult to ©stimat© how quickly th© rol© of
th© classroom t©ach©r is changing. Certainly all th© teach-
ers in Massachusetts who will b© affected by Chapter ?66 in
September of 1974 (see p. 8 ) will not be prepared for th©
change. Some of th© most concerned are taking courses in
learning disabilities under various titles in an effort to
be ready to meet the wider range of individual differences
their classrooms will represent. Others, across the country,
have been taking courses in methods for reaching the disad-
vantaged since the sixties. A number of concerned teachers
enrolled in Head Start workshops in 1965 and many took ad-
vantage of the NDEA institutes.
The role of the classroom teacher is changing very
rapidly, at least in the literature, Capobianco (196?) sug-
gested the classroom teacher look to the school psychologist
for suggestions on remedial techniques. Other writers have
indicated that the typical school psychologist has few
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resources in the way of teaching strategies. Capobianco
suggested the teacher make an effort to keep good records,
achievement tests, samples of school work, anecdotal reports
and rating scales.** (I967i2i4.9) Complete records antidote
the dangers of drawing conclusions from one or two incidents
of unpredictable behavior. They also lay the foundation for
working out teaching strategies. Teachers in the seventies
will need to discuss these records with a variety of special-
ists as they learn to work with slow learners.
The reasons behind laws such as Massachusetts Chapter
766 reflect the social problems of our times. There are too
many poor children, too many children with learning disabili-
ties, and too fev/ specialists to continue to label children
and put them into special programs. Moreover, there is
greater social awareness, greater appreciation of individual
differences, a greater sensitivity to the needs of all chil-
dren. Economic and political factors also have direct bear-
ing on the situation. These children are growing up in a
country that increases funds for defense in peacetime and re-
duces funds for education. Teachers must leave philosophical
and political considerations to others and deal with the ques-
tion: V/hat can I do for these children now?
This question is easier to ansvrer in the seventies thar..
it was in earlier years. Until recently, most of the material
teachers needed to know about slow learning children was in
the specialized literature and much of it was written in
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professional jargon—more of a challenge than the average
teacher could deal wioh after a hard day in the classroom.
In the late sixties, a few books appeared in the special edu-
cation literature which were written in more readable style.
In the seventies, at least two books were written in layman’s
English with teaching strategies spelled out for the class-
room teacher. These are Janet Lerner’s Children VJith Learn-
ing Disabilities (1971) and Teaching Inefficient Learners
( 1971 ) by Wineva Grzynkov/icz. Other highly readable books
are included in the list of references.
As Bateman indicated above, the literatures overlap.
One excellent source of help for the classroom teacher is
Teach Them All to Read (1969) by Alan Cohen. Although the
book is designed for teachers of disadvantaged children,
many of the strategies are applicable to slow learners from
more affluent neighborhoods. Cohen includes a section on
learning readiness and one on perceptual problems.
The point of the last two paragraphs is not to promote
certain textbooks, but to show that materials are available
for the classroom teacher who is sincerely interested in
solving the problems of the slow learners who will be in many
classrooms. The philosophy expressed in these books is that
by understanding the level of the child and by being thoroughly
acquainted with the material to be learned, the teacher can
structure the situation so as to produce a successful experi-
ence for the child in a specific instance. Additional help
with these tasks may be found in Bateman’s handbook, The
Essentials of Teaching (1971).
Bateman expresses the view thet systematic procedures
and humanitarian values are not mutually exclusive. She be-
lieves humanitarian goals can best be reached by specifying
objectives. This is good news to the classroom teacher who
has failed to reach slow learners by generalized, traditional
methods. Such teachers are eager to learn how to structure
the environment so that learning can take place. (Bateman,
1971; Grzynkowicz, 1971; Alexander, 1971)
Primary classroom teachers who learn to meet the needs
of slow learners may have to change cherished practices.
’’The accountable professional teacher is willing to change
—
to learn and in some cases to unlearn when a practice is
shown to be in children’s best interests.” (Bateman, 1971:
10) Such changes may also benefit children whose learning
needs are less acute. The slow learners are not the only
children who benefit from more sensitive recognition of indi-
vidual differences. Global approaches to reading and the
prerequisite perceptual and linguistic skills are on the way
out and specific procedures are becoming more common.
Children need to be taught the specific skills prereq-
uisite to reading. (Bloom, Davis, and Hess, 1965; Manning,
1967; Ausubel, 1968; Furth, 1970) The "too early" introduc-
tion of reading is less a matter of chronological age than
of skill structure—the learning skills, the oral language
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and perceptual skills which form the foundations of reading.
"The too early introduction to reading may create a situation
in which the child actually learns not to read. This is quite
and far more serious than not learning to read. "
(Smith and Dechant, 1961:104) As Furth (1970) stresses, read—
ing is a skill which should be introduced after the child has
developed the foundation for it, that is, the thinking skills.
When reading is introduced too early, it is worse than a
waste of time because it occupies the child with a secondary
task when he needs to make the most of his natural inclina-
tions to develop the thought processes which are the founda-
tion for all learning.
Ausubel believes the language retardation which leads
to reading retardation is largely preventable. He affirms;
Much of the discouraging picture of language re-
tardation in the culturally deprived child and of
its grim consequences for school learning could un-
doubtedly be prevented by an enriched program of
preschool education that would emphasize perceptual
discrimination and language acquisition. ( 1968 : 269 )
Ausubel stresses the importance of readiness on two levels in
dealing with remediation: readiness in terms of general level
of intellectual functioning and specific subject matter readi-
ness. Cohen also makes this point in his discussion of the
difference between learning readiness and reading readiness .
( 1969 ) Prescriptive teaching follows this principle of match
between the developmental level of the child and the specific
level of subject matter material. Traditional instructional
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methods aim at a hypothetical average that misses children
above as well as below the target area. Ausubel recommends
^ ^*o^r"“pronged attack on the problem; in essence it is as
follows:
1. preschool intervention to prevent intellectual
and language retardation;
2. recognition of the child’s existing state of
readiness and selection of the most appropriate
tasks;
3. "mastery and consolidation of all ongoing learn-
ing tasks before new tasks are introduced"
( 1966 : 268 )
;
4. "use of structured and self-paceable learning materials
optimally organized to facilitate efficient sequential
learning." (1968:268)
Ausubel *s recommendations for culturally deprived pupils
are similar to those in the learning disabilities literature.
He suggests a wide use of audiovisual aids, concrete-empirical
props, and direct physical manipulation of objects. (1968)
Cohen voices the feelings of many educators in the field
who daily face the responsibility of improving the child's
academic performance. Theorizing about causalities is a
luxury the school people simply do not have. The cure de-
pends upon what is done in the present about the child's fu-
ture. Speculating about his past contributes little, if
anything, to the cure.
Cohen says the labels or etiologies tell the teacher
nothing about treatment and states emphatically:
Research indicates that most reading retardation
stems from the dreaded psychoeducational disease
we have labeled dyspedagogia—poor teaching. . . .
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etiology is usually irrelevant to treatment of be-havioral disorders. V/e call this the "Etiologv Be
Damned” or EBD point of view. (1971:271)
Cohen extends the EBD theory to behavior. He feels
etiologies have their place, but not in the treatment of read-
ing retardation or behavior problems. He regards most diag-
nostic labels as irrelevant and says that people use them as
excuses. Cohen recommends high intensity instruction as a
cure for reading retardation. He explains: ”The etiology
is an after-the-fact reflection—a psychoanalytic relic that
has not survived careful research—a hold over from medical
diagnosis where it is valid.” (1971:277)
A growing army of classroom teachers agrees wholeheart-
edly v/ith the above statements. They are weary of sending
children to the school psychologist because they are hyper-
active and can’t read, only to get them back after testing
with the diagnosis that they are hyperactive and can't read.
The test scores offer the teacher little assistance with
instructional approaches. Grzynkowicz states, ”We have become
so involved with test scores that the child has become a com-
modity to be manipulated rather than a raw material to be re-
fined.” (1971:2) The test scores do not help the teacher
design instructional strategies.
Many teachers and administrators agree with Cohen that
most children can learn to read with the superficial methods
generally employed but for children with problems, this cur-
sory treatment is not enough. He states, emphatically.
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however, that the problem is not in the children or their
histories, but in the lack of specific, systematic, intensive
instruction. Cohen states:
The fact is that most children certainly do
receive intensive instruction in letters and“words.
They are merely exposed to letters and words, and
a pedagogical universe exists between simple expo-
sure and systematic contingency management which
is the key to learning. Dyspedagogia is, therefore,
what most children get in school. (1971:276)
High intensity instruction is one kind of prescriptive
teaching. Depending on the child's needs, prescriptive teach-
ing will be high-key or lov/-key in nature, but it will zero
in on the specific needs of the child. This kind of teaching
is familiar to teachers of the retarded, of children with
learning disabilities, and of emotionally disturbed children.
V/orking at the instructional level is absolutely essential to
the emotional health of a child.
Hewett states:
Selection of an appropriate task is both the essen-
tial and the most difficult consideration in the
engineered classroom. If the teacher is always
accurate in determining what a child needs to do,
is ready to do, and can be successful in doing,
things can be expected to run along smoothly.
(1968:259)
The art of teaching lies in the ability to make the most
appropriate match between the developmental level of the child
and the le/el of the material. This principle indicates that
the teacher must know what should have gone before and what
the child is missing—in this case, of auditory skills.
(Hunt, 1961; Ausubel, 1968)
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3. ch.iXd. C 3.nnot d.iscriniin3.t 6 ths speech sounds j in~
flections, and sequences of an utterance well enough to get
its meaning and respond aut omat i c ally
,
he is in a constant
state of frustration, confusion, and bewilderment. Even a
competant adult reacts adversely to auditory stimuli that
come through a baffle or interference of some kind. To a
child with inadequate or underdeveloped auditory skills, it
must be like trying to hear a radio program or telephone con-
versation through constant static—a very irritating experi-
ence.
Cohen describes a design for high intensity instruction
which can compensate realistically for the deficits of disad-
vantaged primary children. He says the two points of view,
the motor-perceptual and the linguistic, are not mutually ex-
clusive. "The evidence on both sides indicates that we should
provide culturally deprived children with learning to learn
training both on a perceptual-motor and on a linguistic level."
(1969:136) He also suggests some possible value in interraodal
training. This training, he says, should be sequentially
planned to move from simple to more complex stimulus-response
combinations. He suggests the use of auditory stimuli to
elicit and control movement.
Cohen states that it is important to distinguish the
needs and characteristics of retarded readers and perceptually
dysfunct ioning children and to treat them according to their
precise needs rather than to generalize and apply some program
to all the retarded readers in a school. He divides the be-
haviors into two categories: Syndrome One and Syndrome Two.
The behaviors in Syndrome One "are found in most reading disa-
bility cases, but are more often found when other symptoms of
perceptual problems are present." (l969:Bl) These behaviors
are: reversals after grade four, distorted handwriting, se-
vere spelling problems, oral reading problems such as skipping,
holding place on the page, blending sounds, visual discrimina-
tion, and other reading symptoms. The remaining symptoms in
this group Cohen lists as:
1. cannot discriminate sounds in words
2. cannot remember the alphabet
3* v/eak visual memory of words
tendency to use sight vocabulary as the only
word-attack skill in repertoire. (1969:62)
For this first set of problems, Cohen recommends an in-
tensive remedial reading program rather than perceptual train-
ing. Cohen does recommend perceptual training for the sjnnptoms
in Syndrome Two: poor kinesthetic awareness of one’s own body,
poor laterality, poor directionality, inefficient hand-eye
dominance, lack of imagery, hyperactivity, inefficient sac-
cadic eye movements, poor binocularity, inconsistent ocular
findings, tactual-motor reinforcements, poor multisensory
coordination, poor reproduction of shapes, and others. He
states: "Unless the behaviors under Syndrome Two accompany
the Syndrome One symptoms, a retarded reader cannot be con-
sidered a visual perceptual problem." (1969:67) Cohen
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deplores the practice of "some overeager visual perception
specialists" to treat most disabled readers as though they
had perceptual problems. He says, " If we look closely enough
ull children, disabled readers or not, we can find some
lags in visual perception development ." (1969:87) (Emphasis
in the source.) He adds that many perceptually dysfunction~
ing children can compensate for their dysfunctions "if they
have other things going for them." (1969:96) If, however,
the child also lacks the psycholinguistic background, motiva-
tion to read, or has a family history of school failure, his
chances are poor. Dysfunctioning children vdthout other com-
plications can learn to read well if they are taught well.
(Cohen, 1969)
Cohen recommends carefully structured programs for dis-
advantaged children (see Glossary, p. 19). He says they can
learn what they need to if the method is adapted to the level
of the child. The literature on matching seems to indicate
that the instructional level is the highest level at which
the child can function successfully in a given circumstance.
These levels vary considerably from one skill area to another.
A child may have good oral language development, but poor
visual-motor development. The reverse is also common. If
the child cannot function successfully in a given area, he
is working at the frustration level, and so is his teacher.
Cohen's description of the disorders of the retarded
reader and the disorders of the child with poor visual
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discriniina.t ion skills fills out the rest of the picture for
the classroom teacher. Loban and others have described the
specific linguistic and auditory skills and disorders. Two
lists of auditory skills follow later in this chapter and a
discussion of auditory functions and dysfunctions follows in
the next.
Objectives of the Auditory Reinforcement Program
Specialists in several fields agree on the broad objec-
tive of language proficiency. Fluency is not only prerequi-
site to successful reading instruction, but to the total
communication process in school and out for the child's en-
tire lifetime.
Horn ( 1970 ) suggests two objectives that primary teach-
ers can work toward immediately. They can become acquainted
with the principles of language learning and they can delay
"introduction of the decoding phase of initial reading in-
struction" until oral language fluency has been demonstrated.
(1970:7) Standards of oral language proficiency will vary
from one teacher to another and from one region to another.
Judgment on oral language is as subjective as judgment on any
other academic skill, whatever the grading system. Standard-
ized tests such as the Peabody, PMA, Metropolitan, ITPA,
Flowers-Costello, or Boston University test are more objective.
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Access to standardized tests, however, is not the de-
termining factor in what the teacher does. The teacher who
is fully aware that oral language competence is prerequisite
to reading readiness and that well developed auditory skills
are the foundation of oral competence is in a position to
organize the sub-tasks. (Bateman, 1971) The sub-tasks, in
turn, direct the selection of teaching strategies.
Ausubel*s emphasis on the "mastery and consolidation
of all ongoing learning tasks before new tasks are introduced"
(1968:26B) suggests that the stages of language learning can
be separated and clearly defined. The linguistic literature
indicates that this is not so.
Teachers often make the mistake of emphasizing vocabu-
lary since they believe that language can be separated into
its components: phonology, morphology, syntax, and semantics,
for teaching purposes. This artificial separation can actu-
ally retard language development. It also gives the teacher
a false sense of accomplishment. Word lists do not develop
competent speakers or readers.
Language begins with complete utterances. (Carroll,
1967 ; Brown and Bellugi, 1964) Sounds, words, structure, and
meaning all develop at the same time. To be sure, the com-
plete utterance of a two-year-old or a slow four- or six-year-
old is not on the same developmental level as that of an adult
or even a normal six—year—old. But it has all the elements
of language. The separation of language into its four major
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components is for the purposes of analysis, not for teaching.
Even language teaching for adults is not practiced by analysis.
Language teaching on all levels today follows the principles
of foreign language teaching. (Finocchiaro, 1964) Discus-
sion of specific strategies will follow in a later chapter.
Ausubel*s emphasis on the child’s existing state of
readiness is shared by Bateman, Trojcak, and others. Bateman
states:
Everyone is alvj-ays ready to learn whatever comes on
the next rung of any task ladder we might construct.
• . . When a child comes to us at age o and is on
rung 4, instead of 10 v/e have tended to say he ’’isn’t
ready for reading." V/hat we really mean is that we
haven’t thought about hov; to teach rungs 1 through 9
and so v/e aren’t ready for him! (1971:45)
Through systematic task analysis, the teacher can divide
the major objective of oral language competence into whatever
sub-tasks are required by a particular child or group of
children.
In addition to developing the four main elements of lan-
guage mentioned above, two other factors are relevant:
length of utterance (Loban, 1967) and level of abstraction
(Monroe and Rogers, 1964). Length of utterance is often, but
not always, related to level of syntactical complexity. Lev-
els of abstraction progress from the simplest and most con-
crete level of thought to levels involving subtle relationships.
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Lerner (1971) adapted the following sequence of listen-
ing skills from V/ilt ( 19 49)
.
1. Auditory perception of non-language sounds.
2. Auditory perception and discrimination of iso-
lated single language sounds.
3* Understanding of words and concepts, and building
of a listening vocabulary.
4. Understanding sentences and other linguistic
elements of language.
5 * Auditory memory.
6. Auding or listening comprehension:
a. Following directions.
b. Understanding a sequence of events through
listening.
c. Recalling details.
d. Getting the main idea.
e. Making inferences and drawing conclusions.
f. Critical listening.
The word sequence is a matter of categorization, not a
rigid time sequence. A child does not need a complete course,
for example, in the perception of non-language sounds before
he can understand words and concepts. While the teacher is
aware of the level of difficulty, a number of these skills
are developed simultaneously.
Anotner list of sub-tasks under the broad objective of
developing auditory skills as a major component in the devel-
opment of oral language may be found in a New York City cur-
riculum guide: "Sequential Levels of Reading Skills." These
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sub-tasks are more specific as they are listed at "Level A
Developing PreReading Skills." (1970:4) The list is as
follows:
Developing Auditory Perception
Recognizes similarities and differences among
sounds and rhymes.
Language Arts: Recognizes story characters
by teacher's voice quality; recognizes rhythm,
quality of certain words.
Music: Distinguishes high note from low note;
recognizes familiar tune.
Physical Activities: V/alks, marches, runs,
according to the music.
Develops the ability to discriminate sound char-
acteristics.
Language Arts: Uses words such as loud-soft,
high-low, long-short to describe sounds.
Music: Uses rhythm band instruments according
to teacher's directions, e.g., play the triangle
softly, rhythm sticks loudly, etc.
Develops rhyme perception.
Language Arts: Supplies missing rhyming words
at the end of nursery rhymes.
Music: Recognizes rhyming words in songs.
Listening
Listens to and distinguishes quality of voice.
Listens to and enjoys rhyming and sounds of words.
Listens to, isolates, and tries to identify indi-
vidual sounds: in the street, in the room, in
stories.
Listens to recordings and participates where appro-
priate.
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Listons to understand and enjoy story content*
Listens for meaning when another child speaks.
Listens to and demonstrates understanding by
follov/ing directions where ii'iimediate response
is expected; one direction, two related direc-
tions, series of simple consecutive directions.
Supplies word missing in oral context because it
makes sense in terms of his own experiences, e.g..
The postman brought a from Grandma.
(1970:5)
The two preceding lists of sub-tasks have much in com-
mon and are closely related to the overall objective of de-
veloping the auditory skills of young children. The second
list is more specific and amplifies some of the tasks on the
first list. Both are stated in terms of the learner’s behav-
ior.
The changing teacher, however, is aware that in order
to change the behavior of children, she must first change her
own. The teaching of listening depends on a listening atti-
tude and on attitudes toward listening. V/ilt (1949) found
that teachers did little listening. She recommended that
teachers listen to people in the neighborhood of the school:
priests, ministers, merchants, and so on. She recommended
that teachers listen to children, much more of the time.
Dillard (1972) recommended that teachers listen to the dia-
lect their students are using to the extent that they can
understand it. It is not necessary to use the dialect and is
rarely advisable. The teacher’s use of dialect should be
strictly as auditory receptive language. These recommendations
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suggest a large investment of time on the part of the teacher.
It is not possible to learn how to listen to the melodies and
rhythms of the neighborhood in a few hurried visits.
The teacher is as responsible for the auditory environ-
ment of the classroom as for the visual environment. Teachers
are judged by the sounds of their classrooms as well as by
their appearances. Self-monitoring of the auditory environ-
ment is a primary objective for the teacher v;ho wants to im-
prove the listening skills of the children. Listening and
learning are dependent on the auditory environment. A few
sub-tasks for the primary teacher follow:
1. Listen to the silence in the room. Is it the
sound of children deeply absorbed in their
activities? Or is it the unnatural silence of
administrative convenience?
2. Listen to the voices of the children. Do they
sound relaxed and happy? Tense and overstimu-
lated? Quietly controlled? Appropriate for
the activity in progress?
3. Listen to the variety of children's voices.
Are the same few voices always taking the solo
parts? Are there any voices which have not
been heard all day? All week?
4. Listen to the quality of ideas. Are they close
to the grade level expectations of the school?
the basal reader? Do they reflect spontaneity,
freedom, creativity?
5. Listen to the voice levels over the course of
the day. Do they reflect a pattern of different
activities? Remain consistently low? Or high?
Are they purposeful?
6. Listen to the output of child and adult voices
in the room. V/hat is the present ratio? How
does it compare with that of previous v/eeks?
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7* Listen to the teacher’s voice. Hov; often doesit sound happy and relaxed, purposeful, comfort-
able, tense, overstimulated, frustrated?
S. Listen to the language styles of the different
children in the room. Are they easier to under-
stand? Easier than last week? last month? Are
they all understandable?
9. Listen to the needs of the children. What is
the message behind the v^ords they are saying?
Summary
The literature on children with learning problems has
progressed in recent years from a purely theoretical descrip-
tion and discussion in scientific language to a practical
discussion of hov; these theories could be implemented in lay-
man’s language. The motor-perceptual literature was reviewed
since it has some bearing on the whole picture. The linguis-
tic view was given more space since it has more direct bear-
ing on the development of oral language competencies, on
auditory skills, and on reading instruction.
While there is a great deal of controversial literature
on the motor-perceptual view and the linguistic view, there
is relatively little on the development of auditory skills.
This is the missing link from the viewpoint of the classroom
teacher. The last section of the chapter discussed the chang-
ing role of the classroom teacher and the specific objectives
and sub-tasks involved in the development of auditory skills.
The next chapter will delve into the area of auditory functions
and dysfunctions and discuss some of the teaching strategies.
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CHAPTER III
THE REMEDIATION OF AUDITORY DEFICIENCIES
IN YOUNG CHILDREN
The first two chapters have presented a portion of the
evidence that auditory development is crucial to language
fluency, reading, and writing. As Zigmond (1968) and Lerner
(1971) and others have pointed out, auditory skills are the
most often neglected of all the language arts. This chapter
will explore some current practices which attempt to fill
this need.
The various materials and procedures for developing
auditory skills come out of several disciplines but are often
repeated under different labels. For example, many of the
materials published for use in early childhood programs are
equally suitable for use with older children who perform at
an earlier stage, whether these youngsters are labeled re-
tarded, disadvantaged, or learning disabled. The converse
is also true. Some of the best examples of task analysis
are to be found in the techniques and materials for the re-
tarded and the learning disabled, yet they are applicable to
normal children at an earlier stage of auditory development.
Language arts texts and music education texts for teachers of
normal children contain many stimulating activities which can
be explored with children who are labeled disadvantaged, re-
tarded, learning disabled, or merely bilingual. If we set
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^sid.6 tli6 labslsy childr6n arc simply Isamers at spscific
stages of growth.
Certain patterns recur in the literature on auditory
development. Many of the sources refer to gross sounds and
discriminations . Exercises involving gross sounds are
generally divided into two categories: environmental sounds
and musical sounds. Musical sounds can have gross differ-
ences, as in extremes of high and low
,
loud and soft
, and
extremely fine differences that only a trained musician can
hear. All the literature seems to agree that differentiation
among speech sounds requires a kind of fine tuning, a rela-
tively advanced competence in auditory discrimination. Even
educated adults find difficulty distinguishing among similar
sounds in a foreign language and, under certain conditions,
even in their own language there are serious mistakes due to
inaccurate auditory discrimination.
This chapter offers the classroom teacher some guide-
lines for dealing with the development of auditory skills.
It also offers the teacher some of the necessary background
information, i.e., the sources of auditory input, the nature
of auditory functions and dysfunctions, some of the dialect
problems, some complexities of remediation, the problem of
matching instruction to the child, and some sources for learn
ing strategies. A list of sources will be found in
Appendix A.
Sources of Auditory Input
Before we can decide how the child is interacting with
his environment and help him to do so more effectively, it
seems necessary to answer the question; What is the environ-
ment of sound with which the child must interact?
Auditory input can be classified into three main areas:
environmental sounds, musical sounds, and speech sounds. All
three sources of auditory input have increased tremendously
in recent years. Each of these groups of sounds has a special
impact on contemporary life.
Environmental sounds are partly the result of technologi-
cal advances. Businesses, homes, and industries are full of
recent inventions that facilitate human functioning in spe-
cific operations. Many of them run on electricity and most
of them produce some kind of noise. The increased number of
people using all these technological improvements multiplies
the sound level produced by them. Foulke and Mandriota offer
a helpful comparison of common sound levels:
The level of normal human speech varies from 65 to
75 db. Thirty feet from a 75 piece orchestra, the
average sound level might be in the neighborhood of
96 db, with peaks occasionally rising as high as
ll6 db. The sound level inside a New York subway
train might be as high as 115 db. and 135 db. would
be faJ rly characteristic of a gunshot. On the other
hand, 30 db would be a typical value for whispered
speech. (1971:6)
Few studies have been made of the effects of environ-
mental noise on school children. Nober (1972) studied the
77
effect of classroom noise on the auditory discrimination per-
formance of primary grade children. She found the average
noise level in the classrooms was 64.7 db and the average
noise level in special teacher rooms was 39.5 db. Using the
Wepman Auditory Discrimination Test, Nober found significant
differences in the performances of poor readers in the two
rooms (P>.01 level of significance). Nober states that
despite current emphasis on noise pollution, little attention
has been given to its effects on children. She feels it is
safe to assume that "any reduction in auditory discrimination
performance could have deleterious effects on speech and
reading performance." (1972:94) It is interesting to note
that in England, the home of the open classroom, teachers often
use small, quiet rooms as the situation indicates. Nober*
s
work suggests that teachers and administrators consider care-
fully the sound levels of classrooms, whichever teaching style
is followed.
Musical sounds have also increased with population in-
creases and improved technology. A more diverse population
listens more to more kinds of music. Improved media bring
all of them into our lives with less and ]ess effort.
What constitutes music is subject to broad interpreta-
tions. Schafer defines sound as follows;
Anything in our world that moves vibrates air.
If it moves in such a way that it oscillates at
more than about l6 times a second this movement
is heard as sound.
The world, then, is full of sounds. Listen. (1969:5)
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Schafer ( 1965 ) defines music
, then, as an organization
of sounds, designed for listening.
Marsh contrasts noise and music: "Unorganized sound is
noise, and, although it might not be agreed that all organized
sound is music
,
it is unquestionably true that all music is
organized sound
. (1970:5)
Commercial and industrial uses of music go back to 1926
(Soibelman, 1948) and are now legion. Business and industry
are well aware of the effects of auditory environment on human
performance
.
Musical sounds appeal directly to the senses. (Bern-
stein, 1966 ) V/hereas speech sounds make a cognitive impact
which may or may not have emotional overtones, musical sounds
make sensory impressions which may or may not have intellec-
tual interest. V/e are just beginning to explore these conno-
tations anew although the concepts date back to Greek
civilization.
Lowenfeld and Brittain ( 1964 ) state that learning is
the result of sensory interaction with the environment, that
use of the senses—sight, hearing, touching, smelling, tast-
ing—develops increased sensitivity and awareness. This be-
lief, of course, is supported by the work of Montessori,
Piaget, and others. Lowenfeld and Brittain contend that school
curricula tend to show little concern for the fact that chil-
dren learn through the senses. They state, further, that for-
mal education is based on 26 letters and 10 numerals and that
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These 36 abstract figures are manipulated and re-
shuffled from kindergarten through college. The
development of mental growth then tends to be an
abstract function as these figures take on differ-
ent and more complicated meaning.
. . . Being able
to assemble letters in proper sequence to spell
rabbit does not constitute an understanding of a
rabbit. (1964:4)
These views, held by sensitive educators everywhere,
are affecting more and more schools. Hood states that "Music
and all the arts are super-communication channels." (1967;
26 ) One of the significant views on musical sounds comes
from Robert Hall in a text on linguistics. This view will be
discussed later in this chapter.
Common elements of music and speech . Hall says that
the artist, whether in literature, painting, music, or any
medium, is limited by his chosen medium, his own cultural
background, and "the demands which his culture make on his
art." ( 1964 : 406 ) The sounds of a language are reflected in
its poetry, literature, and music.
Hall also stresses the fact that language has much in
common with music. The Greeks were aware of this relation-
ship and this awareness played a prominent part in their edu-
cational system. (Nicholson, 1971) Both language and music
are vehicles for the expressing of meaning and both affect
the behaviors of listeners. The major difference between lan-
guage and music is that in linguistic structure we have rela-
tively precise meanings—denotative meanings whereas in music
there are only connotative meanings. (Hall, 1964) This is.
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of course, a Western view. From time to time Russian writers
have attached, political implications to a piece of instru~
mental music.
Hall states that language and music are both expressed
in various pitches, each with a specific intensity, length,
and timbre. (1964) Both music and language are composed of
sequences of these pitches with all their possibilities of
repetition and variation. Hall states:
In every language, there are differences in the
level of pitch between any given syllable and those
surrounding it. The expression "monotone" has no
real meaning as applied to any variety of normal
speech. ... No normal person speaks in a true
monotone, nor are very many people really tone-
deaf, i.e., wholly unable to distinguish one pitch
from another. (1964:73)
Tone deafness is a term bandied about by laymen as
freely as dyslexia . Whereas dyslexia simply means cannot
read
,
tone deafness or monotone simply means cannot sing .
Both are mere labels which tend to obscure a pedagogical
failure. This explanation from the linguistics standpoint
may be helpful to primary teachers who believe they cannot
sing. Their problem is more likely to be the effect of
performance-oriented music teaching in their own school years.
These effects can sometimes be modified through appropriate
inservice training.
In a later chapter. Hall explains:
If anyone claims to be tone-deaf, the best test is
to see if he hears the difference between You* re
_
coming? and You’re coming . If he does, then he is
not tone-deaf. ... In music the range of possible
8l
vanaoion in pitch
, intensity (both loudness and
stress, with accompanying developments in rhythm)
and length is exploited to a far greater extentthan in ordinary speech. ... The degree to which
an individual is aware of and sensitive to these
variations in music varies greatly. ... In com-
mon parlance, being ’’tone-deaf" refers, not to
physiological inability to distinguish levels of
pitch, but to insensitivity to more complicated
musical phenomena. (1964:412)
Speech sounds . Oral language is composed of sounds
which are more specific and more difficult to recognize than
most of the environmental or musical sounds. Theories on the
acquisition of language are highly controversial but whether
speech is innate or whether it is acquired through interaction
with the environment, is of little importance to the classroom
teacher. The job in the classroom is to deal v/ith the child's
oral language at whatever level it comes into the classroom
and to help develop it to the point where it can support read-
ing instruction.
Writers on remedial reading, learning disabilities, and
language teaching agree that failure to develop adequate audi-
tory discrimination is a major cause of reading retardation.
(Bond and Tinker, 1967; Grzynkowicz, 1971; Finocchiaro, 1964)
A child is often put into a phonics program where he is pre-
sented with the relatively fine differences between similar
speech soruds while he is still on a much lower level of audi-
tory discrimination. Many children in first grade are not
even familiar with the rhythmic and intonational patterns of
the language which transmit meaning on a lower developmental
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IgvgI* (BGriry j 19^9) Furth.Grinor'G j th.6 vocabulary they hear
in school may be so unfamiliar that they are struggling to
perceive meaning. Until these major differences are resolved,
a child cannot cope with the specifics of differences in
similar-sounding phonemes. (V/epman, I960; Berry, 1969) Chil-
dren who are forced to v;ork at a frustration level tend to
develop emotional problems. (Bond and Tinker, 196?)
Children who are not ready to read because of insuffi-
cient development in auditory skills show up under many labels.
There is not space enough in this paper to summarize the vol-
umes of remedial material in these fields. This effort is
primarily concerned with what the classroom teacher can do
to improve the auditory skills of the pre-reading child or
the child v/ho may be struggling with a primer or pre-primer.
The relationship of the classroom teacher to the spe-
cialists in the above fields is analogous to the relationship
between the mother and the pediatrician. The pediatrician
knows most of the available formulas for infant feeding as
well as most of the diseases associated with nutritional mal-
functions. It is not necessary for a mother to have that
background in order to feed her infant properly.
The mother usually follows the feeding instructions
worked out by the pediatrician. If the formula disagrees
with the baby, she discusses the specific reactions with the
pediatrician, who then uses his professional background and
current resources to work out a new formula.
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The classroom teacher is in the role of academic parent.
She ministers to the immediate needs of the children in her
care and observes them carefully. When instructional formu-
las do not appear effective, she makes such adjustments as
may be within her expertise. v;hen necessary, she consults
one of the specialists in the school system who then assists
her to design more appropriate instruction. The two roles
are different but related. Both are necessary in prescrip-
tive teaching.
The sound environment of today's children is far more
complex than that of earlier generations. The total quantity
of sounds which children must deal with is also greater.
Children must learn to deal with relevant sounds, to tune out
irrelevant sounds, and to distinguish between them.
Auditory problems have increased with the expansion of
the auditory environment of a technological society and writ-
ers in several disciplines are concerned with these problems.
Some of the problems will be investigated in the next section.
_
Auditory Functions and Dysfunctions
Monroe (1951) states that children live in a world of
sound—sounds of nature, environmental sounds, speech sounds.
To varying extents, they experiment with their own vocal
apparatus and learn to understand language. Children who
hear singing in the home often learn to carry a tune at an
©arly age. Monroe points out, however, that few children
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have learned much conscious discrimination of sounds before
they come to school* Even normal children do not always hear
what they are expected to andj she saysj all children profit
from training in auditory skills. These are prerequisite to
learning how to attack words by phonetic or structural analy-
sis and should be well developed before reading instruction
begins. Monroe states:
Language depends upon hearing, both for its origin
and for its maintenance. . . . But what the child
does with the sounds he hears—whether he imitates
them, differentiates them, or rejects them—and just
what meaning he associates with them, are largely
the results of experience. (1951:110)
In the earliest experience of the child, there is no
distinction amongst the various sounds he hears. Speech
sounds, musical sounds, and environmental sounds have no mean-
ings. The infant hears all the sounds of his environment,
the voices of his father and mother, household noises, out-
side noises, and he learns to distinguish them gradually. He
learns to distinguish his parents* voices from other sounds
and to interpret them. He learns, through listening, which
behaviors make his mother’s voice sound happy or sad. He
learns to imitate sounds and to communicate his needs and
feelings. Listening helps a child "take the first steps toward
learning about his role in the world and how to communicate
with the world." (Raebeck and Wheeler, 1964:137)
The literature indicates that the ability to hear speech
sounds develops gradually and as a result of experience.
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Wepman states, "A common misconception about the ability to
hear is that it is wholly lunctional and ready to work as
soon as it appears." (1960:327) He explains that audition
develops sequentially, i.e., first acuity, then understanding,
and finally discrimination and retention. Wepman explains
that a child may have excellent acuity without understanding,
he may understand and "yet be quite unable to discriminate
many of the sounds that make up the speech he hears," (196O:
327) and he may have adequate acuity but suffer a loss in
both understanding and discrimination. He states that the
ability to discriminate among the different sounds of one's
language develops at different rates in different children
but is usually developed by the age of eight. This means
that the child can distinguish among the different phonemes
of oral language even when the sounds are very similar. Wep-
man summarizes what clinicians have learned about auditory
discrimination:
1. there is evidence that the more nearly alike two
phonemes are in phonetic structure, the more
likely they are to be misinterpreted.
2. individuals differ in their ability to discriminate
among sounds.
3. the ability to discriminate frequently matures as
late as the end of the child's eighth year.
k, there is a strong positive i-elation between slow
development of auditory discrimination and inac-
curate pronunciation.
5. there is a positive relation between poor discrimi-
nation and poor reading.
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6, while poor discrimination may be at the root ofboth speech and reading difficulties, it often
affects only reading or speaking.
7. there is little if any relation between the de~
velopment of auditory discrimination and intelli-
gence as measured by most intelligence tests.
(1960:326)
Statements one and three have particular relevance for
children who speak different dialects. Statement seven sug-
gests a false conclusion on the part of teachers, testers,
and administrators who place children in special education
classes on the basis of inappropriate tests.
The fact that comprehension is not necessarily depend-
ent upon auditory discrimination in oral language can be seen
in the language development of infants. Wepman states:
Long before words are meaningful to the child, he is
able to respond to speech patterns. Vocal melody
and intonation communicate meaning to him. Note that
infants learn to understand their mother's smile and
vocal tones as being pleasure-related long before
they understand the meaning of the words their mothers
use. (1960:328)
From this beginning, the infant first distinguishes the
gross differences between auditory patterns until he gradu-
ally learns to distinguish all the sounds of the community in
which he grows up. Wepman believes that 80 per cent of chil-
dren's speech problems are due to poor auditory discrimination.
In research involving 156 first- and second-graders, Wepman
(i960 ) found high correlations between poor articulation and
poor auditory discrimination and between poor reading scores
and poor auditory discrimination. Most significantly, he found
that children with poor discrimination were likely to be poor
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readers whether or not they had speech difficulties. Wepraan
concludes that children should be studied to determine wheth-
er they have sufficient auditory discrimination to benefit
from phonics instruction in reading or whether they would do
better with a visual approach. He states, "Unless this is
done, we will continue to make the error of approaching all
children as though they can learn equally well through the
same modality." ( 1960 : 332 )
As to speech therapy, he believes children with poor
articulation should be allowed to develop better discrimina-
tion the first two years of school without therapy. If they
still show poor articulation at the age of eight, he thinks
they should be given training.
In normal development, auditory discrimination develops
as an element of neurological maturation. Wepman states that
"to discriminate one sound from another the child must dis-
tinguish the ‘distinctive features* of each sound. He learns
to do this unconsciously as his neural system matures."
(1968:722) While this development takes place naturally, it
is not easy. As a child develops his alphabet of speech
sounds, the most difficult task is recognizing differences
in sounds which are nearly alike. The way the child hears
the sounds determines the way he speaks them. Later these
sounds serve as a base for reading and spelling. (Wepman,
1968)
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Research shows that many children do not manage this
difricult process. (i<Vepman, 1968) Where a phonetic system
of reading instruction is used, these children have particu-
lar difficulty. In such cases, Wepman recommends a reading
approach that does not depend on phonics.
At the perceptual level, v;epman isolates three func-
tions: the ability to discriminate sounds, the ability to
retain sounds, and the ability to recall them. Following
discrimination, retention, and recall comes the ability to
integrate the sounds thus perceived with information from
the visual and psycho-motor modalities. Wepman explains:
In the formulation and use of language the integra-
tion provides the basis for words (verbal symbols)
related to comprehension and the structure of words
for expression. ... In the act of reading this in-
tegration of a sound alphabet with the visually ac-
quired orthographic alphabet provides the basis for
reading. . . . Perceptual auditory learning, then,
provides the building blocks for language in all of
its expressive forms. (1968:725)
This close relationship between listening and reading
has been discussed from many angles by reading specialists.
Among those who have stressed the relationship between lis-
tening and reading are: Gates, 1927j Monroe, 1932; Bond,
1935; Murphy, 1943; Nila, 1953; Durrell and Murphy, 1953;
Monroe and Rogers, 1964; Smith, 1967; Wepman, I960, 1968, and
many others. The close relationship between listening and
reading has been acknowledged consistently in the literature
although, as V/ilt found in her frequently quoted study of 1949,
it is not generally recognized in school practice.
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Bond and Tinker explain the point that primary teachers need
to be aware that:
Each child brings to his beginning class in reading
a larger or smaller body of relevant experience that
is based primarily on what he has heard. . . . And,
since what he does with words depends upon how he
has heard them, he is constantly and prominently
manifesting the adequacy of his hearing as this is
reflected in his speech facility. Since beginning
instruction in reading is pretty much oral teaching,
the child must hear correctly if he is to make noi-
mal progress. (1967:110)
Specialists in remedial education have also discussed
the significance of auditory skills in the development of the
other three language arts. Among them are Strickland, 1962;
Johnson and Myklebust, 1967; Siegel, 1969; Berry, 1969;
Bradley, 1970; Reger et al., 1968; Lerner, 1971; Grzynkowicz,
1971; and many others.
Tomatis (1969) suggests that dyslexia is a disorder of
auditory origin and that improved listening leads to improved
reading. Frostig reports that out of 78 children referred to
the Frostig Center of Educational Therapy because of learning
disabilities, 43.6 per cent evidenced difficulty with audi-
tory perception. (1967:33)
Writing on the language problems of retarded children,
Schlanger (1967) lists nine characteristics which affect lan-
guage fun ions of which poor auditory memory is the first.
A moderate loss of hearing can also result in poor reading
comprehension and written language and these deficits develop
educational problems which become progressively worse.
(Boothroyd, 1971)
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The four language arts are mutually interdependent.
Frostig (1967), Mackintosh (1964) and others have stressed
the interdependency of language functions. Reading is not
sn independent skill. Reading and writing are closely re~
lated and both depend upon the primary communication skills:
listening and speaking. Listening and speaking function to-
gether to build a foundation for reading and writing. Frostig
states:
Integration of sensory input is necessary for all
learning; indeed, for any accurate perception of
the environment. The ability to associate auditory
and visual stimuli is essential for reading, for
example. ( 1967 : 23 )
Specific training in listening skills is productive.
Both Canfield (196I) and Trivette (1961) found that specific
training in listening skills resulted in significant gains
in listening skills. Nichols and Stevens ( 1957 ) were success-
ful with college students. Listening is a difficult skill to
teach, however. Nichols and Stevens explain:
The efficient listener must stay alert on several
fronts. He works with his ears, his eyes, his
whole being . .
.
good listening takes an enormous
amount of energy. It is not just a passive activity.
. . . Good listening draws upon all of our senses as
receptors, and it requires large amounts of mental
energy to sift and st' thing that is available
Murphy ( 1943 ) found that auditory discrimination could
be taught to children and v/as a significant factor in reading
success. She also found that sex differences in reading
achievement tended to disappear when discrimination skills
were developed.
through the senses
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Nichols and Stevens (1957) found that the average per-
son remembers only half of what he hears someone else say,
no matter how intently he has listened. They found the aver-
age listener could recall only about 25 per cent of what he
heard two months later. Wilt (1949) found that children
spent over 57 per cent of their school time listening, but
that only 30 per cent of the teachers she studied considered
listening the major language activity of children. Zigraond
(I96S) notes that although hearing is the primary avenue for
communication, appraisals for school readiness stress visual-
motor skills and tend to neglect auditory processes.
The reasons for the neglect of auditory skills develop-
ment are mainly the difficulty of accurate testing and the
concentration on children who have a hearing loss. Zigmond
states: "little information is available on the development
of normal auditory processes because of the lack of consist-
ency in choosing an auditory stimulus and determining an appro-
priate response and the emphasis on the clinical evaluation
of hearing-impaired children." (196B:4)
Another reason may be the common school practice of fo-
cusing on reading as a general goal without first attempting
to ascertain the level of oral language development. Primary
teachers need to understand the place of listening skills as
a prerequisite to reading. Bradley states that up to one-
third of human brain power may be used in receiving and proc-
essing data from auditory input. He states:
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One*s hearing power is so basic to the normal develop-
ment of language and speech that it becomes one ofhis most essential tools for guaranteeing the survival
of his communication system. ... If a child is to
satisfactorily acquire the language of his environ-
ment j he must be somewhat successful in the reception
and perception of sounds, in remembering of auditory
experiences, and in establishing meaning from those
experiences. (1970:118-119)
The teaching of listening skills is more difficult now
because of contemporary environmental conditions. Modern
auditory impact is multiplying so rapidly that psychological
pressures make it necessary to tune out many noises or to use
other noises to cover them. These conditions tend to increase
the number of children with auditory problems and they also
force educators to find ways to deal with them effectively.
The literature suggests that rapid societal changes due
to technological advances have changed the auditory environ-
ment of most American in more ways than most people realize.
Literature on biological development suggests that the child
develops according to an innate schedule, modified by environ-
mental factors. (Lenneberg, 196?) Changes in the environment
affect different groups in different ways. The same changes
which give some children more comfort, protection, and
stimulation seem to affect other groups adversely. Those
at the bottom of the socio-economic ladder, of course,
suffer more from the adverse effects of technology. In
addition to the multiplication of environmental noises,
there is the dialect factor. Children whose auditory
skills develop from listening to the sounds and rhythms
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of a different dialect present special problems. The next
section will examine some of these problems.
Dialect Problems
Dialect problems are closely related to auditory dis-
crimination. Dialect is one of the most highly charged is-
sues in education today since it concerns minority groups
and is involved in so many of tht political questions con-
cerning them.
The V/all Street Journal carried an article on December
15 1 1972, regarding bilingual instruction in New York City
schools. Parents of Spanish-speaking children want their
children taught in their native language and many educators
support their view. This approach is used in Scotland, Russia,
Germany, and some other countries. The issue in New York
seems to be that adoption of this plan would bring in Puerto
Rican teachers who are completely bilingual. At the same
time, it would disqualify some experienced teachers who speak
only English. The New York teachers union is fighting the
plan.
In Houston, Texas, preference is given to bilingual
teachers at the primary level in Mexican-American neighbor-
hoods. Many bilingual teachers are also employed in San
Antonio. In some parts of Canada, French-speaking children
are taught first in French and gradually phased into English
now although this has been a political issue for many years.
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In Germany, children who grow up in a small rural village are
not pushed to speak High German but rather exposed to it
"through many recitations of proverbs, songs, and poems. In
such a literary context standard German does not sound ’phony’
to the child but ’in place.’" (Fishman and Lueders-Salmon,
1972:76) The child learns to use High German but is not ex-
pected to use it in spontaneous speech. The teacher is not
expected to speak the children’s dialect, merely to accept it.
Dialect is a very sensitive issue among black Americans
in education, politics, and related fields. Although poor
black children do not begin speaking a foreign language, their
English is often sufficiently different from the standard Eng-
lish of public schools to give them the same kind of trouble
as a native Spanish-speaking or French-speaking child.
(Stewart, 1970) I-lLddle-class black children speak standard
English at home but often use a black dialect with their
peers. Standards vary from one home to another, but even
poor parents want their children to learn the survival skills
implied in standard English. Baratz (1970) and Stewart (1970)
support the need for black children to learn standard English
while still retaining other dialects.
Linguistic and political considerations, however, argue
for the promotion of Black English as a viable alternative.
Dillard (1972) has written a scholarly, well researched book
on the history and development of the dialects used by black
Americans. There is no space here for the details of the
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linguistic arguments, but Dillard’s book can offer valuable
background material for middle-class teachers who wish to
understand some of the problems. Dillard's analysis of dia-
lect grammar is very helpful.
Efforts at remediation vary from traditional approaches
which put the entire effort of learning school English on the
child to efforts at the other extreme which would use the na-
tive dialect for oral language, readiness activities, and
reading.
Dialect is commonly considered a speaking problem and
the listening components of dialect are largely ignored even
by educated people. Ignorance of the relationships between
listening and speaking accounts for much mishandling of chil-
dren's language developimtby well-intentioned teachers.
Lemer explains:
Listening alone does not produce the ability to
speak, but a looping or feedback process must be
created in which the child both listens and speaks.
The interrelationship of input and output activities
provides the immediate reinforcement that shapes
speaking behavior. For example, teachers have noted
that listening to television does not seem to have
an impact on the basic language patterns of the
viewer. Although the speech on television may be
a good model of standard American English, the
speech patterns of viewers reflect that of their
home and peer group rather than that of television
performers. ( 1971:
I
67-I6B)
Dillard (1972) found that young children tended to leorn
from older children rather than from adult models. Gradually,
over a period of years, the speech of the black child takes
on more characteristics of the standard dialect. By
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adolescence he is speaking a dialect which closely approxi—
mates standard English in meaning and structure.
Monroe and Rogers (1964) suggest that language power
is difficult to analyze and describe objectively but that
two frequent criteria are the ability to verbalize ideas and
the quality of the sentence structure. Both syntactical com-
plexity and the ability to verbalize ideas relate to what
Bernstein called elaborated or restricted codes. (Hess and
Shipman, 1968 ) The restricted code of the poor offers only
limited opportunity for communication. It is generalized,
stereotyped, commonly understood. The middle classes also
use the restricted code when such communication is appro-
priate, but they have the option of using the more specific,
precise, elaborated code as well. In the elaborated code,
communication is possible on more complex and abstract levels,
allowing for fine shades of meaning and unlimited develop-
ment, elaboration, or abstraction of ideas. Hess and Shipman
(I96S), in a study of four groups of black mothers, found that
this ability to use an elaborated language code distinguished
the verbal behavior of middle-class mothers from that of the
lower-class mothers in their study. They found that "maternal
behaviors are as useful or better than IQ or social class in
predicting the child’s cognitive behavior." (1968:103)
Baratz, Stewart, Dillard, and other writers object to
the view of the "deficit theorists." (Dillard, 1972) Baratz
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(1970) explains that the difference-deficit question is repre-
sented by two camps:
one camp, composed mainly of psychologists and edu-
cators, has tended to view the language of black
children as defective. . . . The other camp, com-
posed mainly of linguists, has viewed the language
of lower class Negro children as a different, yet
highly structured, highly developed system. (1970:20)
Rystrom (1972) suggests, furthermore, that since the
white teacher can understand only one dialect and the black
child understands both his ovm dialect and that of the teach-
er, it is the teacher who is linguistically deprived.
Grzynkowicz concurs v/ith Stewart, Baratz and Dillard
that the presence of dialect and poor achievement does not
indicate a causal relationship. Grzynkowicz states that "de-
velopmental lags are not unique to any culture" (1971:S) and
suggests that a child with a slow rate of development may be
more obvious in a middle-class family and that such a family
may be better able to cope with a learning problem than one
which is struggling along at the survival level. Grzynkowicz
states:
A lag in development may be the cause for a learn-
ing problem for the child from any kind of environ-
ment. This then should be considered as a possible
cause for inefficiency in learning by the culturally
disadvantaged. (1971:^)
Cohen (1969) also suggests the importance of separating
cultural differences from perceptual problems. He offers spe-
cific instructions for the teacher who is wondering whether a
child has a learning problem or a dialect problem or both.
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d.if£*6r*6ncGS 3,r6 d.Gf6nd,6d. with soniething
approximating religious zeal. Traditionally, the white teach-
er in a public school classroom has regarded the teaching of
her dialect as a mission. European immigrants in earlier
generations seem to have accepted this as one of the prices
of entering the American mainstream. Descendants of these
immigrants are hasty to forget the mother-tongue of their
forebears and to impose mainstream language—and culture—on
their linguistically different students as zealously as it
was imposed on them.
The sacredness of dialect, however, is a myth. May
( 1967 ) states the linguistic view that words only describe
our feelings and our language habits. He emphasizes the point
repeatedly that reality is subjective, a matter of common and
educated perceptions. These perceptions determine our con-
cepts as v;ell as the v/ords we use to express them. Psycholo-
gists, sociologists, anthropologists, and educators are finding
repeatedly that there are few universal beliefs in contempo-
rary society. Toffler (1970), and many other
contemporary writers have explained how society is rapidly
becoming increasingly divergent and is likely to continue to
do so. Forces such as black political action are indicative
of the change in American society from an emphasis on conver-
gence into the much-touted melting pot into an emphasis on
and an appreciation for differences among individuals and
among cultures.
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Educators who are aware of the significance of these
strong social forces urge teachers not to change a child’s
language by trying to stamp out his native dialect. The self-
concept of a child is deeply rooted in his language and cul-
ture and many a self-concept has been severely damaged in the
process of changing language style. Many educators, black
and white, are engaged in efforts to build up the self-image
of children by helping them identify more closely with the
culture of their mother-tongue.
One of these efforts is to write more books about chil-
dren in other cultures. Black writers are producing books
which cover a wide range of ages and interests and help clari-
fy and strengthen the child’s self-image but they do not agree
on how to write them. Grant (1972) explains the differences:
Blacktalk takes basically three forms. In one of
these forms the basic sentence structure is changed
by omitting prepositions or conjunctions and verb
forms that are used in v/ritten and spoken standard
English but that wouldn’t ordinarily be used in
Black speech. . . . Sonia Sanchez, on the other hand,
prefers a second Blacktalk style, altering the spell-
ing of some words to sound more like Black speech
sounds. . . . Walter Myers utilizes the third varia-
tion in The Dragon Takes a V/ife . He intersperses
Black expressions throughout the dialogue. . . .
Lorenz Graham, on the other hand, uses none of these
forms, but sticks to v;hat is usually known as stand-
ard, grammatical English. (1972:57)
Arguments abound both for and against Blacktalk. Oppo-
nents believe children need standard English as a tool to sur-
vive in school. Some educators feel there is a place for
Blacktalk in fiction but that instructional books should be
in standard English.
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Books which give black children something to identify
with are also very helpful in expanding the concepts of white
children and teachers* Reading a bock from another viewpoint
can help give a white teacher a feeling for the viewpoints
she encounters in her classroom and school neighborhood. One
such book is God Is For Real, Man by Carl Burke. Burke has
rewritten familiar Bible stories in ghetto English which is
easy to understand. Since the content is already familiar to
many teachers, such a book can help build a bridge from the
teacher’s dialect to that of her students.
White (1969) states that public schools are still "gov-
erned by white, middle-class, Protestant, Anglo-Saxon atti-
tudes." (1969:92) This seems to be true even when the
teacher is a non-v;hite. The head of the guidance department
in a large southern city once suggested that he could improve
the performance of children dramatically if he were allowed
to put white teachers into the black schools and black teach-
ers into the white schools. He felt black teachers who had
learned standard English and the ways of the dominant culture
tended to be unsympathetic to black children who hadn't yet
"made it" but would utilize their professional training to
teach white children. Conversely, he thought white teachers
might take a more sympathetic and professional view of black
children. Fader (1971) and Baratz (1970) also suggest that
competence, not color, is the necessary factor. V/hite (1969)
»
Dodson (1967) and many others feel that the best form of
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reinforcement is to help a child feel successful. Children
"need the rev/ard of successful accomplishment in the sub.iect-
matter area in order to keep working." (V/hite, 1969:21) (Em-
phasis mine.)
Our judgments of children tend to be arbitrary, based
on traditions and stereotypes. Smith (1966) suggests a crea-
tive view of the problem. The problem of helping children
v/ho speak different dialects demands the finest kind of crea-
tive thinking. V7e cannot afford to be bound by outworn tra-
ditions, policies, superstitions, and stereotypes. Writers
from many viev/points concur on the problem, if not on the so-
lution. Deutsch suggests that whether or not there is a
social-class-perceptual process relationship, "a program de-
signed to enhance perceptual skills by placing stimuli in the
environment and by training the children to attend to the dis-
tinctive features of the stimuli can hardly be detrimental."
( 1966 :^0 )
Creative teachers can find many ways to train children
to attend to auditory stimuli. Such teachers can also find
ways to make the necessary practice periods continuously fresh
and satisfying, as Smith suggests:
Dillard recommends the use of pattern drills. He states
Since the child’s linguistic system may be radically
different from that of standard English, it makes a
great deal of sense to treat the teaching problem as
a second language teaching problem, using the tech-
niques which have been developed for teaching English
as a quasi foreign language. (1967:117)
102
Dillard reports that the drills, in the hands of compe-
tent teachers, have been well received and that some students
are so enthusiastic they have voluntarily constructed some of
their own drills. He suggests short periods, five to ten
minutes, are most effective for language drills.
Young children use a kind of condensed speech which
Brown and Fraser have called "telegraphese." At this stage,
usually around two, children seem to select the most essen-
tial words and their relationships from the adult speech they
hear. Brown and Fraser explain: "The crude sense of the
sentence is generally recoverable from the child's reduction
for the reason that one profound dimension of English grammar
is perfectly preserved in telegraphese, and that dimension is
word order." (1964:79)
This is true of young speakers in any language. The
young speaker of Black English, however, is not using a sys-
tematic reduction of middle-class English and has farther to
go. Dillard states that the child learns new forms from his
peers as he grows older but that
the child's educational problems are most critical
at just that age when his dialect is most different
from standard English. The six-year-old who is try-
ing to learn to read standard English . . . usually
taught by a teacher v;ho has no idea hov^ different
the student's language is—when his dialect is Negro
non-standard—faces much more of a problem than does
the middle-class v/hite child who need only master
the print-to-sound decoding system of what is essen-
tially his own dialect. ( 1967 : 11^)
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Educators concur that the normal middle-class white
child has mastered the standard forms of his dialect by the
age of six. (Monroe-Rogers, 1964)
Loban (1966) states that children who speak a different
social class dialect have a more complicated pattern of oral
language difficulties than those encountered by children v/ho
speak v/ithin the mainstream dialect. He lists the following
ten most troublesome difficulties for Negro children in order
of frequency:
1. lack of agreement of subject and verb, third
person singular (other than forms of the verb
to be )
2. omission of auxiliary verbs (especially those
formed from the verb to be )
3* inconsistency in the use of tense
4* nonstandard use of verb forms
5* lack of agreement of subject and verb while using
forms of the verb to be
6. careless omission of words (excluding omission
of auxiliaries)
7* nonstandard use of pronouns
nonstandard use of noun forms
9* double negatives
10. omission of the verb to be (1966:49)
V/hile it is important for a teacher to be familiar with
the above problems, it is even more important for the teacher
to become familiar with the child’s native dialect, not only
the forms but the deep syntactical meanings. (Dillard, 1972)
A superficial attempt to translate from one dialect to an-
other gives a teacher an unfounded sense of understanding
when there is no understanding at all.
Loban suggests it is poor practice to attempt to drill
whole classes of children. (1966) Drill should be individual
or in pairs or small groups, depending on the extent of a
given problem.
Lundsteen states that teacners of linguistically differ-
ent children need to know about each child’s auditory dis-
crimination. She states: "Confusingly for the teacher,
omissions, additions, distortions, and substitutions in the
sounds of v;hat v/e call standard English may be associated with
difficulties in auditory discrimination or with the sounds of
the child’s own dialect and nonstandard usage (or with both)."
(1971:25)
Apparently a teacher needs a thorough acquaintance v;ith
the dialect of the children as v/ell as with the stages of
auditory development. Unfortunately for most children, not
only the sounds are unfamiliar, but so are the vocabulary and
concepts. A major fallacy in the teaching of reading is that
the child is presented with words from outside his experience
and vocabulary and of course he cannot read them. (Smith,
1967b) The situation is actually structured for failure by
default if not by design.
Many Americans suffer anxieties regarding their language
especially among the lower classes. (Smith, Goodman, Meredith
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1970) The teacher needs to ease the path of the child who
is struggling to learn the new forms and the new ways that
go with them. Every effort must be made to preserve the
child’s identity and build on the language that he has. Smith,
Goodman, and Meredith state;
Perhaps the only approach that may help any large
number of divergent children is expansion: not the
rejection of their mother tongue but expansion out-
ward from the idiolect and subcultural dialect to
the expanded language of the general culture, giving
up only v/hat is no longer needed and adding to meet
new needs. . .
. (1970:56)
Moffett (1968), Smith (1967b) and others have suggested
the urgent need to expand language experience in the primary
grades by developing the aesthetic dimensions of language
whenever possible. Moffett deplores the unnecessary dullness
and dryness of much language arts teaching. He suggests that
Americans are more prone to spend their time testing, rather
than teaching, and details many aesthetic methods for expand-
ing the language experience of children. For example, Moffett
says that listening for a cue to speak one’s lines is one of
the best kinds of listening. It requires consistent attention,
anticipation, perceptual awareness of the extraneous auditory
stimuli.
Loban (1963) suggests the importance of expanding the
output of linguistically handicapped children. In a longitu-
dinal study of 33^ children (k—6) Loban found that ”the lower
group says less than the high group and some of them have more
(1963:S2) He also found the lowdifficulty in saying it."
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group used many more incomplete expressions than the high
group* The rich literary background so often attributed to
middle-class children is no vague "enrichment” factor. It is
actual practice saying rhymes, singing songs, and repeating
adult phrases v/hich the child has heard and enjoyed.
Smith (1967b) describes the conditions for creativity
in terms that any elementary teacher can understand. Methods
which add to the language of the child instead of trying to
eradicate his language avoid the damage so evident in inner-
city schools today. Such approaches speak to the psychologi-
cal needs of the child as well as the linguistic. If the
child does not suffer from rejection, he is at least free to
speak and can hope to develop some fluency.
There are still pitfalls, however, for the best inten-
tioned teacher. V/hen a child’s speech is so different that
his teacher cannot understand what he says, it may be due to
dialect or it may be due to a lag in auditory discrimination
development reflected in expressive language or both. The
teacher cannot lump all these problems together. Smith,
Goodman, and Meredith insist:
Educators must knov/ what regional speech is, what
immature speech is, v/hat a lisp is, what an idio-
syncrasy of one child’s idiolect is. Surely^ schools
must ’"Ot attemot to stamp out individuality in speech .
Dialect poses special problems in the teaching of phonics.
V/hat sounds alike to the teacher in her dialect may not sound
alike to the child in his. Speakers of other languages or
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dialects tend to hear the sounds of familiar words in their
own dialects* Phonics programs must either be adjusted to
the dialect of the learner or he should be taught a new dia-
lect. ’'Phonics programs, if they are effective, may only
heighten the spelling problems of some divergent speakers and
of speakers of some regional dialects." (Smith, Goodman,
Meredith, 1970:59)
This point was made earlier in a statement by Wepman
regarding the child whose auditory discrimination is poor for
neurological rather than sociological reasons. V/epman ad-
vised teachers to use a sight vocabulary approach to reading
for such children to avoid confusion. It stands to reason
that if the phonics program is to show the relationship be-
tween aural and visual symbols and the aural symbols are in-
distinct or confused then the visual symbols v/ill be likewise
indistinct or confused. It is wiser to bypass the whole
situation by taking a visual approach which associates mean-
ing with visual configurations and does not depend upon a
shaky auditory foundation. Since V/epman and others have found
that some people never make the sound-symbol match, it seems
reasonable not to make this a prerequisite for reading.
With a visual approach, children are free to pronounce
what they i*ead in their own dialects. Cohen (1969) and others
point out that dialect does not stand in the v/ay of comprehen-
sion either when reading or speaking. Many good readers speak
with a strong Spanish or other "accent."
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Frost states that ’’the teacher must create a bridge
between the language of the home and that of the school"
and that readiness training must be continued as
long as necessary so as to build upon the child’s language
while he is gradually learning to read. Frost states that
reading should begin with "the use of the child’s basic vo-
cabulaiy." (1967:271)
This is a crucial point in early reading programs. If
the teacher uses some Spanish words among the English words
as Lancaster does in Introducing English
, no one seems to
mind. If, however, a black parent from any economic level
were to walk into a primary classroom and find an experience
chart written in Black English, precisely as the children
had dictated it, the teacher would be hard put to justify it.
In the first instance, the use of occasional Spanish words
is flattering to the Spanish-speaker; it indicates that the
teacher appreciates their culture and cares about their chil-
dren. Black parents, on the other hand, feel their children's
survival depends on learning mainstream English and the sooner
the better. They have little patience with the explanations
of linguists and educators and many consider the whole attempt
to teach a child in his own dialect an act of genocide. Such
policy issues are usually decided by administrators and school
board members and are outside the province of the classroom
teacher.
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LavatBlli (1971) raports on the success oT a model for
compensatory education under the direction of Dr. Marie
Hughes. Spanish“speaking children in the primary grades of
Tucson schools are given the freedom and encouragement to use
i"he language they have and also a systematic program for de-
veloping fluency in the target language, English.
Language is stimulated by setting up conditions that
are likely to promote interaction: trips, science experixnents,
cooking, and the like. Remarks of a child are taped by an
assistant and later reviewed by the teacher. The child's
utterances are analyzed and the teacher uses them to develop
subsequent steps.
A significant feature of the Tucson model is that the
informal situations which promote verbal interaction are
structured in terms* of specific linguistic goals. Lavatelli
states, "Of paramount importance in accelerating children’s
acquisition of language is the teacher's consciousness of her
role as a modeler of language and her awareness of the syntac-
tic structure of language." (1971:105) Analysis of language
is based on a grammatical analysis by John Carroll. ( Lan-
guage and Thought . 1964) This model is not so much a compro-
mise between structured and unstructured approaches to language
remediation in early childhood, buc a proof that a good pro-
gram can include both elements in the most appropriate kind of
relationship. Children in the Tucson model hear and use a
great deal of language, both Spanish and English.
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In any program, childron who spoak a divergont dialoct
will nood practico in the target language at some point
whether it is introduced at the point of school entry or de-
layed until after some instruction in the native dialect, or
used along v;ith native dialect. The task requires a thorough
background in the skills involved (Baratz, 1970) as well as
an open, creative approach to problem solving. James Smith
sums up the job of the creative teacher:
(1) she must be sure children are taught certain
knowledges and skills needed for a problem to be
solved; (2) she must be sure she has helped develop
the attitudes essential for creativity and (3) she
must set the necessary conditions so these skills
can be combined with the experiences of the chil-
dren into new patterns. ( 1967b : 14-15)
Auditory discrimination is as crucial for the linguis-
tically different child as it is for the perceptually handi-
capped child. Some children fall into both categories.
While specialists in learning disabilities disagree on reme-
dial methods and timing, the differences between views on
dialect problems also have political overtones. Those who
concur v;ith Bernstein's theory that middle-class children
speak an elaborated code while lower-class children speak a
restricted code are referred to as "deficit theorists."
Other linguists and educators feel the linguistically dif-
ferent child has a complete but different language system.
The view expressed in this paper is that of the "dif-
ference theory." If wg regard the dialect of the child as
a valid linguistic base, we can accept his speech in the
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classroom and add to it. As the child learns new language
patterns in formal and informal learning situations, he tends
to use standard English in school without losing either his
native dialect or his identity. The difference theory main-
tains that a child can learn to use two or more dialects
where they are appropriate with no damage to his self-concept
or reading ability. Dialect is one of the factors which com-
plicate approaches to remediation. The next section will
examine some of the current views of this problem.
The Complexities of Remediation
The relationship betv/een poor auditory skills and poor
speaking, reading and writing has been well-established. The
plight of the primary teacher can be easily understood when it
is realized that most children do master the oral language pre-
requisites by school age and, until very recently, reading
manuals were based on the assumption that they would. This
assumption was borne out in a study of 500 middle- and lower-
class children in the Boston area by Lenneberg (196?). He found
only 7 per cent of the 500 children below the norm. He states:
nine out of ten children had acquired all of the
following verbal skills by the time they reached
their 39th month: ability to name most objects in
the home, fair intelligibility, ability to comprehend
spoken instruction, spontaneous utterance of syntac-
tically complex sentences, and spontaneity in oral
communication. (1967:133)
Many teachers and specialists believe children should be
allowed to develop these competencies in a natural setting at
their own tempos, at least until the age of eight.
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D© Hirsch (1967) y on th© other ha.ndj takes a different
view. She feels that children should have mastered oral sym-
bols by the age of six, that intelligent children with primi-
tive neurophysical organization and inferior language
equipment should not be exposed to reading failure. Johnson
and Myklebust (196?) and Grzynkowicz (1971) also stress the
importance of early identification and treatment of children
with perceptual handicaps. If a child learns through his
senses, and this has been well established, then it is of the
utmost importance that he be able to use all his sensory mo-
dalities to the fullest extent possible.
The realities of today’s schools bring in other factors
such as available funds, available specialists, relationships
between specialists, v/ith classroom teachers, v;ith adminis-
trators, and with parents. The problem is handled according
to local policies and conditions.
The views of various specialists are very helpful to
the classroom teacher and to generalists in administration
or in teacher education v/ho promote and support the classroom
teacher. There is room here for only a few highlights out of
the current literature, but these should encourage the reader
to investigate the excellent references on the bibliography
in detail, lio one list of criteria or techniques is going
to meet the needs of all the primary children with auditory
problems in any teacher’s class. The techniques selected for
use will depend as much on the abilities of the teacher as on
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those of the children. This effort can only bring together
a few of the many available resources and perhaps assure the
concerned teacher that there are many v/ays to help a child
develop the auditory skills underlying language fluency
whether his problems appear to be due to neurological or
economic factors. As Cynthia Deutsch suggests, there is
no harm in dealing with the problems now while we continue
to research their causes.
Auditory problems and dialect
. The foregoing discus-
sion indicates that language skills are closely related and
that it is difficult to separate the receptive from the ex-
pressive processes. Views on language development are con-
troversial. The role of environment in the acquisition of
language in normal children has not been clearly defined by
research; hence the difficulty of dealing with the linguisti-
cally different or perceptually handicapped. Carroll describes
present limitations:
We do not really have adequate information concerning
the development of speech sound discrimination and
production even for children of normal intelligence.
I doubt, therefore, that there yet exists for mental
retardates information which is properly based on
modern linguistic concepts. (1967:44)
Carroll’s statement has special relevance to Horn's
( 1970 ) contention that linguistically different children have
been placed in special education classes because of poor
assessment instruments and lack of professional understanding.
V/hcn 3. chiXd. is not disci’iniinEting sounds woll onough to
roplicate thoni in spooch or to display undorstanding by non-
verbal responses, it is very difficult to tell whether the
lack of response is due to a hearing loss, low intelligence,
neurological impairment of various kinds, or unfarailiarity
with the dialect of the questioner. Current literature also
suggests diagnosis may be influenced by the background of the
questioner. The younger the child, the more difficult it is
to determine the causes of weak receptive language.
Figure-ground discrimination may be another complicat-
ing factor. In the literature on perceptual psychology, on
visual development, and on auditory development, the whole
problem of distinguishing relevant from irrelevant sensory
input comes up repeatedly. Exercises for developing visual
figure-ground discrimination are plentiful. It is more diffi-
cult to design exercises for auditory figure-ground discrimi-
nation. When this aspect of discrimination is functioning
normally, a child can distinguish the voice he is supposed
to be listening to from other voices, can distinguish speech
sounds from environmental sounds, or can distinguish one mu-
sical element from the context of other musical sounds.
Children v;ho suffer from distorted or poorly developed audi-
tory perception may find it very difficult to distinguish the
teacher* s voice from traffic noises outside the school.
Youngsters with severe reading disabilities are likely
to have trouble with figure-ground relationships though their
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difficulties are less severe than those of brain-injured
children, (De Hirsch, 196?) Whether a child is listening
to his native dialect or a dialect he is trying to learn, he
must have adequate figure-ground discrimination. De Hirsch
explains:
In order to cope with spoken or printed language
the child must be able to pick out the figure from
the background. For one to interpret a sentence
heard (the spoken configuration)
,
the message . . .
must stand out clearly. (1967:313)
Figure-ground discrimination is not only essential to
the decoding of oral language, but is also fundamental to
abstract operations.
De Hirsch states:
V/e know that the formation of abstract relation-
ships is a developmental process which starts v;ith
perceptual and configurational relationships and
develops in the direction of conceptual classifi-
cation. This applies to both nonverbal and verbal
behavior. (1967:313)
The problem of figure-ground discrimination in the ab-
stract sense also exists on the teacher's level. The teacher
who is trying to understand children who speak different dia-
lects must select the most relevant words in their utterances
and build on these. If she is constantly listening for minor
errors in syntax or pronunciation, she misses the essential
elements of the messages. The fact that poor children can
and do speak is apparent to anyone who spends a day in a
ghetto school. One has only to compare the amount of language
output on the playground with the amount in the traditional,
suppressive classroom.
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Grzynkowicz (1971) states that it takes a great many
experiences to build up effective perception v/ith any sense
organ. Because of impairment, or lack of appropriate experi-
ence, a child may fail to develop the ability to perceive
optimally in one or more modalities. Since a perceptual dis-
tortion tends to persist until it is corrected, the best years
for correcting perceptual problems are from kindergarten to
third grade. ( Grzynkowicz, 1971)
Grzynkowicz and others emphasize a multisensory approach
since, although the senses develop at different rates of
speed, they develop simultaneously.
The foregoing examples suggest that separation of audi-
tory problems into neurological and linguistic causes is very
difficult. V/hen a school deals with children from only one
class, it is possible to rule out some of the variables. For
example, an expensive school which accepts children with learn-
ing disabilities who have IQ*s above a specified level and no
emotional problems is already ruling out three variables:
retardation, social class dialect, and severe emotional dis-
turbance. Our public schools cannot set up such parameters.
Lenneberg (1967), Baratz and Baratz (1970), Ausubel
(I96S), and others suggest we take the burden off the child.
Lenneberg states: "It is obvious that a child cannot acquire,
language unless he is exposed to it. . . . Subnormal speech
habits may not be used as evidence for subnormal capacity."
(1967:135)
Ausubel ( 1968 ) suggests there is some overlapping of cognitive
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processes depending upon the complexity of the material and
the maturity of the learner. The learner is constantly reor-
ganizing his concepts as new perceptions are added. The new
material is either subsumed under one of the older concepts
or a higher order concept is developed to cover a broader
category as when a child suddenly realizes that dogs, cats,
cows, elephants, and giraffes are all animals. (Ausubel,
1968 )
The whole process of perceiving and conceptualizing is
also affected by attention span, retention span, emotional
factors, nutritional factors (a hungry child has trouble con-
centrating on anything else), environmental noises, appro-
priateness of material and other factors.
Auditory perception and deafness . Just as dialect is
related to auditory perception, so auditory perception is
also related to deafness. The extent of the problem can be
seen by a consideration of Lerner*s statement:
While special concern for the instruction of speak-
ing and reading is common, the child is typically
expected to acquire the ability to listen v/ithout
special instruction. The fact is that many children
do not acquire functional skills in listening by
themselves. According to medical ear specialists,
over half the cases referred to them for suspected
deafness do not have any defect in hearing acuity
or any organic pathology causing their seeming deaf-
ness. (1971:160)
As indicated above, the lines between the specialties
are often vague. The differences seem to be in the viewpoints
which the specialists represent and the goals they focus on.
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Differences among children are more difficult to define than
theories and remediation techniques overlap all through the
literature. For this reason, Boothroyd*s handbook for the
teaching of deaf children contains much helpful material for
parents and teachers of children with mild auditory problems.
Boothroyd breaks down the normal uses of hearing into a four-
stage model, using a segmented circle for his diagrams. The
follov/ing is an abbreviation of boothroyd* s model:
1. Detection is a basic level of auditory perception.
It requires only that sounds be responded to.
(Detection is given one-eighth of the circle.)
2. Discrimination is a higher level of auditory per-
ception. It requires that sounds be detected and
that different sounds be responded to differently.
(Discrimination is given one-quarter of the circle.)
3* Recognition . V/hen a sound can be detected and dis-
criminated from other sounds, it is possible for
the listener to learn to recognize it. (Recogni-
tion is given half a circle.)
4. Comprehension . Once a person can recognize sound,
he can then use sound for learning about the v;orld
around him. (Comprehension is given a v;hole circle.)
From Boothroyd* s division of the circles, it can be
seen that the progression is cumulative. Discrimination in-
cludes detection, recognition includes both discrimination
and detection, and comprehension includes recognition, dis-
crimination, and detection. From this it can be inferred
that all of these processes are involved in comprehension
whenever it occurs, and that recognition implies the activity
of discrimination and detection processes whenever it occurs.
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This d.GC6ptively simple model has broad implications
for remediation. For example, detection depends on attention
and motivation. If the teacher fails to set conditions for
attention, then auditory functions won*t even get to the
first rung of the ladder. Discrimination, as suggested above,
is a very complex process depending on thousands of percep-
tual experiences and being involved with linguistic problems
at the levels of phonology, morphology, syntax, and semantics.
It is even more involved when dialect problems are present.
Recognition is so dependent upon discrimination processes
that it is totally ingenuous and hopelessly unrealistic to
expect children to recognize sounds, words, and meanings when
they have had insufficient experience with discrimination.
Finally, unless a child has had adequate experience with the
above processes, he will not comprehend language in its aural
forms, much less be able to deal with the written symbols of
those aural forms.
The remediation of auditory deficits has been the con-
cern of writers in several disciplines. Naturally, there are
different points of view. One view is that remediation is a
misnomer since the child who needs specific help is not learn-
ing the skill again but never mastered it in the first place.
Perhaps prescriptive teaching expresses the concept
more precisely, but this term suggests clinical overtones
which may intimidate some teachers. Many books contain de-
tailed explanations of terms in an effort to arrive at common
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ground* The literature on language developinent
,
however,
suggests that in a diverse population such as that of American
teachers, there will be few points on which many teachers can
agree.
One view of the literature in both learning disabili-
ties and dialect problems is that it is better to build on
the strengths a child has than to concentrate on his weak-
nesses. That is the view of this paper. If the classroom
teacher will accept whatever language a child brings and ex-
pose the child to the sounds of standard English through all
the means at her command, taking care to make these experi-
ences as pleasurable as possible, that is all a classroom
teacher can be expected to do. Those children who have more
serious problems will still need the attention of various
specialists, but the literature suggests much more can be
done to improve the listening opportunities in most primary
classrooms. One overriding question is how to match instruc-
tion to the child. This problem will be examined in the next
section.
Matching Instruction to the Child
Bruner states:
At each stage of development the child has a charac-
teristic way of viewing the v;orld and explaining it
to himself. The task of teaching a subject to a
child at any particular age is one of representing
the structure of that subject in terms of the child’s
way of viewing things. (1961: 33 >)
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Educators lose perspective when, having arranged in-
structional material into forms which seem logical to them,
they then use the curriculum as a yardstick against which to
measure the child. By the time the curriculum gets down to
the classroom teacher, it has been fragmented into grade-
level pieces, six-week units, and smaller units so the class-
room teacher finds it difficult to keep goals in sight.
One element which militates against careful study of
child and instructional experience is the sense of pressure
in American schools. Even teachers with the perspective and
patience to match instruction to the needs of individual
children are pressured by pre-set goals. Furth states;
"Piaget reminds us Americans, who are always in a hurry and
want to speed up development, assimilation is the only way in
which communicated knowledge can become part of an organism,
and assimilation takes time." (1970:29)
Piaget explains (Furth, 1970) how knowing develops as
a child interacts with his environment on different levels
from the sensori-motor activities of the pre-linguistic child
to the abstract reasoning of the early teens. The whole no-
tion of knowledge as something that can be quantified and
tested is challenged by Piagetian theory.
Furth explains that knowledge does not exist as an
entity:
The individual person alone has existence and func-
tions; all else has a borrowed existence and is a con-
ceptual aspect of the concretely existing and
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functioning individual. A person has a scheme orknowledge, a person has intelligence, a person doesthe thinking. I will even go further and say that
none of these notions has any observable existence*
none is a thing, not even an organ like the heart
the brain. Knowing, as the structuring aspect
of life, is akin to living. I cannot point at
knowing. It becomes manifest, as does life itself
in observable actions. (1970; 31)
*
V^iat a child knov/s is manifested in his language, his
play, and his interactions with others. These suggest, to
an adult observer, a certain level of development. They also
suggest, unfortunately, a certain age range. While the
Piagetian stages are given lip-service in educational circles
today, there is often a rather literal expectancy of age-
stage behavior on the part of teachers, administrators, and
parents. This kind of thinking gives rise, for example, to
the common belief that children should be ready to read at
six. Research shows how unrealistic this expectancy is.
Piaget’s emphasis on the effect of the child’s inter-
action with the environment adds another dimension to our
understanding of child development. The focus shifts from
the child, as some kind of genetic product, or the environ-
ment, as a sociological phenomenon, to the interaction between
the two. Research and experience during the past decade with
both the disadvantaged and the learning disabled has taught
educators the importance of this interaction.
The Piagetian stages are universal but not automatic.
Studies of institutionalized children who neither walk nor
talk at typical ages suggest the significance of this
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interaction. The normal home environments educators take for
granted as the right of every child include thousands of inter-
actions, verbal and nonverbal, thousands of auditory experiences.
V/here a child has either missed the experiences or has
lacked the neurological structure to benefit from them, he must
be given a supplementary set of experiences by whatever means
intelligent teaching, a benign society, and a well develooed
technology can provide. The stages of development are the
result of experience and experience can be structured, to
varying degrees.
Bateman suggests that the concept of readiness should be
reformulated "as the description of what tasks are next in
order for us to teach. ... If a child is to catch up with
others ... we must teach him more and faster." (1971:46)
Readiness needs to be understood in terms of specific skills
rather than in such relative terms as maturity and immaturity.
Traditional concepts of school readiness are based on
the assumption that certain things were supposed to happen at
home before a child came to school. In most cases, these things
did happen and the child came to school with the requisite so-
cial experiences as well as the linguistic-perceptual background.
It was not until thousands of children came to school without
these basij prerequisites that they were classified into either
the "disadvantaged" or"perceptually-handicapped" category. In
both cases, these children must simply be taught the prerequi-
sites
124
Goodlad states; "The right decision at the right mo-
ment is the essence of good teaching. Right decisions are
those that time learning perfectly for the individual stu-
dent." (1959:39) In order to achieve this match, the teacher
judges by the child* s behavior whether he is interacting pro-
gressively and comfortably v/ith the materials. V/hen a child
is either bored or frustrated his discomfort becomes observa-
ble in apathy or adverse behavior. The teacher who is as
well acquainted v/ith the stages of the skill as she is with
the developmental stages of children can make the appropriate
adjustment. The teacher does not replicate the teaching ma-
chine by putting each student through the same tasks.
Deutsch ( 1967 ) emphasizes the importance of introducing
children to a learning task that is initially simple enough.
He states:
A child may become confused by, and even refuse, a
task which is too complex and provides little oppor-
tunity for success. The child* s behavior could lead
a teacher to conclude that the child v/as not ready
for such a task at all, v;hereas some form of pre-
training with the same task in a simplified form
may be all that is necessary to insure later success
with the more complex task. (1967:63-64)
Observation of children to determine the match of ex-
perience to developmental stage requires great sensitivity.
It is not as though the teacher could adjust two charts to
one another. The problem becomes increasingly complex as
teachers are faced with more and more diverse populations of
children.
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Matching instruction to the child requires close obser-
vation and careful listening on the part of the teacher.
Listening to the child provides clues to language development,
observing play and academic performance provides clues to
thinking and general development. Thus, although following
oral directions is taught to both two-year-olds and seven-
year-olds, one does not expect children at both levels to
follov/ the same verbal directions.
Trojcak organizes the considerations for sequencing
instruction. Her principal considerations are:
I. Terminal goal or performance
II. The conditions of learning
A. The learner: his entry behavior
B. The learning environment; interaction
C. The teacher: designer of the learning
environment
III. The factors which influence your instructional
role. (1971:132)
Broad goals for terminal performance have been discussed
in previous chapters. School and society agree on the objec-
tive of literate citizens. As we have seen from the litera-
ture, a prerequisite to literacy is verbal competence. V/ithin
this competence, the main objectives are: mastery of language
comprehension, or ability to understand the meaning of words
and sentences; ability to use words and sentences to express
ideas; and ability to discriminate individual speech sounds
for comprehension, articulation, and reading.
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The areas Zigraond deals v;ith at the preschool level are:
attention, responding to sound, localization, matching and
discriminating nonverbal sounds, memory, verbal sounds or
language. (1968) These techniques are similar to those used
by Boothroyd in the teaching of deaf children: detection,
discrimination, recognition, and comprehension. The deaf,
retarded, disturbed, or learning disabled child goes through
the same stages of auditory development as the young normal
child, although at a later period in his life. Teachers of
normal children tend to place more value on chronological age
than specialists. It is more important that a child master
the skills than that he do so at a particular time in his
life. Several writers have suggested that some problems are
induced by the pressures of school and society to master these
skills at certain prescribed times.
Cicci (1968:55) reminds teachers that listening is not
a passive experience but requires conscious effort. Cicci
deals with the skills of the school age child beginning with
auditory discrimination of gross sounds, then consonant
sounds, vowel sounds, rhyming, blending, following oral di-
rections, vocabulary concepts. These categories are separated
for the purposes of discussion, but in practice most of them
are developed concomitantly. Even the infant perceives mean-
ing from intonation (Berry, 1969) long before he discriminates
or articulates words. Meaning develops along with intonation,
vocabulary, and structure.
127
Bateman states:
A basic premise of remediation in cases of learn-
disabilities is that one must determine exactly
where the child is functioning and begin instruc-
tion at or slightly below that point. Diagnostic
teaching is a valuable aid in this determination.
( 1967 : 22 )
She suggests further all children can benefit from the more
precise and scientific teaching required by exceptional chil-
dren.
The teacher must bear in mind the broad goals of audi-
tory language development and then select from these goals a
specific objective based on the child’s entry behavior . This
behavior is possibly the most critical factor in the sequenc-
ing of instruction and often the most neglected. Rupert
(n.d.) stresses the importance of beginning v;ith observable
behaviors and designing teaching strategies accordingly. He
strongly recommends that the teacher use fresh techniques and
materials and begin "one step below the functioning level of
the individual" (p. 3) in order to establish a success pattern.
Zigmond and Cicci stress the point that there are no
"clear cut sequential steps for learning language comprehen-
sions." (1968:54) It is difficult to separate auditory
learning from other aspects of development. Language de-
velops as the child attaches more specific meaning to what
he sees, hears, and feels.
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The things in a child’s home, his experiences with them,
and the adult language which accompanies these experiences
3-11 aifect this grov;ing sense of meaning. Many homes have
toys to promote visual development; few have any equipment to
promote the development of auditory skills, (Zigmond, 1968)
Although child development specialists discourage formal
teaching in the preschool years, specific teaching techniques
are necessary for the child v;hose auditory development is not
normal. "This includes the hearing impaired, the retarded
child, the child v/ith language and speech problems, the emo-
tionally disturbed, and the child who is experientially dis-
advantaged." (Zigmond, 1968; 43)
The learning environment and the teacher, of course,
have significant effects on the child’s performance at any
level. Grzynkowicz (1971) details the requirements of inef-
ficient learners for benign environments which will meet their
needs for order and security, A teacher must be conscious of
the total environment of home, school, and classroom in order
to structure or modify the learning environment.
Other influential factors are appropriateness of materi-
als, available time, flexibility and adaptability of the teach-
er, attitude of the children. (Trojcak, 1971) To these we might
add administrative policies, psycho-social conditions, physi-
cal condition of teacher and children, and other factors.
Matching instruction is far more complex than selecting
appropriate clothing for a child or even planning his diet.
There are more variables and fewer guidelines. Designing
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instruction for auditory development depends upon all the
social, psychological, linguistic, and neurological variables
which have been touched upon in preceding sections. The
teacher who is an effective developer of auditory skills must
be an excellent listener—experienced, knowledgeable, and
sensitive. The fact that the variables are more difficult
to pinpoint than those in motor and visual development makes
the auditory area particularly challenging to the creative
teacher. The person with a wide variety of experience, with
a good command of available resources, with a broad interest
in different kinds of people, an appreciation for different
languages and dialects, and a love of sounds, has ample oppor-
tunity to use these qualities in the teaching of this phase
of language development. The teacher who prefers to read out
of the manual for any basal reader is likely to find the de-
velopment of auditory skills uncertain and frustrating. Some
guidelines for strategies and sources will be found in the
next section.
Remediation Strategies and Sources
Children in a public classroom often present a wide
variety of problems. Whereas children in an affluent neigh-
borhood ai'e more likely to have bexvefited from early diagno-
ses and treatment of aberrations, children in a poor economic
environment, rural or urban, are less likely to have had any
screening. Minnesota has a state—v/ide screening of four year
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olds for visual and auditory deficits. In the process, chil-
dren whose auditory skills are impaired by deafness, mental
retardation, or receptive aphasia are likely to show up.
Houston, Texas, has a screening program. Project Heart, which
shows up early deficits and channels children into special
programs.
All too frequently, however, the first grade teacher
in an inuer-city school is confronted by children in several
of the above categories. Vi^here there are kindergarten or
preschool programs, the deficits show up earlier. In other
cases, a child may spend two years in a formal primary program
before he can be referred for testing. Some of the children
who wait two years may be suffering from receptive aphasia.
Aphasia refers to any disturbance in the ability to use or
understand language. (Harriman, 1965) This indicates neither
hearing loss nor low intelligence. Johnson and Myklebust ex-
plain that these children have normal auditory acuity but that
audiometer tests do not always show it as their responses are
inconsistent and vary from time to time. They explain: "Lis-
tening in itself is demanding and they fatigue easily."
(1967:74)
Johnson and Myklebust stress the importance of input
before output . They state:
The presumption is that learning is systematic and
sequential and that the order of events is for out -
put to follov/, not to precede, input . The child
speaks only after he comprehends, only after he has
learned words to speak. (1967:20)
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Some of the recommendations Johnson and Myklebust make
are feasible for the classroom teacher. They describe exer-
cises in matching sounds, saying sounds to oneself (reaudi-
torization)
,
utilizing visual and kinesthetic cues, and
several phases of sec^^uentialization. They also recommend
rhythmic exercises such as starting a rhythmic pattern, in-
terrupting it, and seeing if the, child can continue it un-
assisted since "Many dyslexics can imitate the pattern once
or twice but cannot hold the sequence and continue it repeti-
tively." (1967:1^2)
The Tucson Model (Lavatelli, 1971) stresses the impor-
tance of beginning with the child's utterances and building
on them. The teacher listens carefully, reinforces what the
child says, and expands on it in other informal situations.
Ruddell (1971) stresses the importance of teaching structural
meaning changes in sentence patterns: word substitution, ex-
pansion, and transformation such as when a statement is
changed into a question. Finocchiaro (1964) stresses the im-
portance of sufficient practice to make the structural changes
automatic so that a child can concentrate on meaning in con-
versation and will automatically respond with words in the
typical order of the stimulus language.
Lerner states that "the relationship between training
in an auditory subskill and academic improvement has not yet
been clearly established." (1971il35) She reviews research
to suggest the relationship between auditory perception and
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academic achievement and comes to the following conclusion:
In spite of the lack of clear-cut evidence showing
cause—effect relationships and the impreciseness of
our knowledge of the subskills that make up audi-
tory perception, authorities do agree that auditory
perception is an essential factor in learning and
that children should be helped to acquire these
skills. (1971:135)
Lerner offers a wide variety of strategies which many
classroom teachers can employ, v^he begins with a number
which develop auditory sensitivity to sounds (Chapter S, 1971)
and goes on into auditory attending, discrimination of sounds,
awareness of phonemes or letter sounds, cross-modal percep-
tion (tasks requiring intersensory integration), and auditory
memory. Monroe (1951) suggests many of the same strategies
as part of the readiness program. Exercises appropriate for
five-year-olds in recognizing and discriminating among sounds
are not limited to the kindergarten but should be adapted to
the needs of older children who have not mastered the skills.
The number of retarded readers and linguistically retarded
children suggests that Monroe’s recommendations were widely
neglected during the years in which listening problems have
become so common. Monroe’s warning seems especially relevant
today:
Often teachers try to hurry the children belatedly
by using phonetic drills that require ability to
make aiiditory discriminations and associations at a
higher level than the children are prepared for.
Many reading difficulties begin at this time as
children become discouraged and resistant. (1951:126)
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This warning was in the context of buildup for normal,
healthy children. If we apply it to situations discussed
above where children’s auditory experience is affected by
dialectal differences, neurological problems, some degree of
hearing loss, low intelligence, malnutrition, or a combina-
tion of factors, the warning becomes even stronger. Monroe
stresses the importance of developing the requisite auditory
skills '-olowly, step by step" until the child finds it "easy
and natural to use his knowledge of sounds in attacking new
printed words." (1951:126)
Other writers describe the same or similar strategies
for building auditory sensitivity in children from the point
of recognizing gross differences in pitch and quality between
pairs of environmental or musical sounds to the finer dis-
criminations among speech sounds which sound nearly alike.
While this kind of discrimination sounds easy to an adult who
speaks the same language the sounds are in, adults who have
studied a foreign language are aware of the difficulty of
discriminating among like sounds in another language. English-
speakers, for example, find it very difficult to hear the
differences among Spanish R*s. Grzynkowicz ( 1971 ) offers a
very helpful historical perspective on learning disabilities,
reviewing the work of Montessori and her teachers, Itard ana
Sequin. Her emphasis is on a multisensory approach to reme-
diation and has practical application to slow learners under
various labels.
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Grzynkowicz includes a helpful chapter on classroom
management. Many teachers express a willingness to work with
slow learners ("if I only had the time") but are not good
enough managers. It takes an experienced, mature teacher of
any age to plan for children who can do so little for them-
selves. Grzynkowicz (1971) suggests a highly individualized
but controlled approach whereby, with careful planning, the
teacher can keep all the children working productively while
she works with one or a small group.
Intelligent planning can provide all sorts of delight-
ful listening experiences for children to enjoy by themselves.
By recording the program beforehand, and preparing such visual
activities as may be appropriate for reinforcement, the teach-
er can give the most inefficient learner a sense of accomplish-
ment .
Gotkin and Fondiller (Deutsch, 196?) describe the use
of tape recorders in a kindergarten attended by disadvantaged
children. They found that normally quiet children who did
not respond to the teacher answered questions they heard on
the tape. The children also had an opportunity to hear favor-
ite stories over and over. By setting up a listening center
with one to six earphones and preparing appropriate materials,
the teacher can be free to work with other groups on activi-
ties that require a teacher’s attention. Children enjoy the
responsibility of turning the recorder on and off and of put-
ting the earphones back as instructed. Gotkin and Fondiller
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explain:
Realistically, ’’freeing the teacher” is another way
of saying ’’developing competence in children.” In
all teaching, we seek to develop within the child
the ability to deal competently with his environ-
ment. This is no less true in the use of the lis-
tening center. (1967:122)
The writers explain how to set up a listening center
and the requirements and equipment which are advisable. Many
of the suggestions for developing auditory skills, in all of
the sources, mentioned require some kind of listening center
and audio equipment. If kindergarten children can be trained
to use it, children in any grade can.
Monroe evaluates the use of auditory exercises for the
pre-reading child.
To be exact, the ’’ear-training” games and exer-
cises . . . that are such fun for children of
kindergarten and first-grade ages do not really
train the ear in the sense of overcoming deafness
or physical defect. They simply help children to
think more precisely about the sounds they hear.
... By having their attention directed to the
differences between various sounds, children be-
come more keenly aware of the differences. . . .
The child acquires the auditory skills necessary
for reading by learning about sounds, by listen-
ing with the specific purpose of comparison and
identification, and by acquiring a vocabulary of
the terms by which he can communicate his observa-
tions about what he hears. (1951:117)
Monroe suggests many musical strategies for developing
these auditory skills. Most of them can be used by primary
classroom teachers. Again, it is difficult to generalize
since the preparation of elementary teachers varies so widely.
When Monroe wrote these strategies, about twenty years ago.
136
it was common practice in teacher education to require at
least one course in music for the elementary education majors.
Nov/ that music is an elective subject
^
many teachers go into
the classroom unprepared to teach a simple nursery song.
Monroe recommends that auditory training begin with
’’simple comparisons of nonlanguage sounds, and should pro-
gress by gradual stages to the complex discriminations of
language sounds." (1951ill6) Some of her suggestions which
involve use of the piano can be carried out with phonograph
records or with small instruments such as the guitar, ukelele,
or autoharp.
Probably the most readable book available to help the
classroom teacher is Auditory Learning by Zigmond and Cicci.
( 1968 ) After a simple, direct approach to auditory develop-
ment, common disorders, and evaluation techniques, this hand-
book presents a systematic discussion of ways to develop
auditory skills in the preschool child and then in the school
age child. The discussion is written so as to be accessible
to the busy parent or teacher in almost any situation.
Like Grzynkowicz and others, the authors urge early
training.
specific teaching techniques are needed as early as
possible for the child whose auditory learning
varies from the normal. This includes the hearing
impaired, the retarded child, the child with lan-
guage and speech problems, the emotionally disturbed,
and the child v;ho is experientially disadvantaged.
The grov/th and learning that occur incidentally in
the child without problems does not occur in the
child with deviations in learning. (1966:43)
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Teaching strategies focus on attention, responding to
sound, localization, discrimination of nonverbal sounds,
memory, verbal sounds or language. Zigmond and Cicci empha-
size the importance of ’’saying the words to go along with
the experience that the child is having.” (196S;54) Most
of these experiences take place while the young child is
plsying, but he should hear as m?jiy repetitions as necessary
to establish the word, the sound and meaning, in his vocabu-
lary. An experience needs to be followed by reinforcement
with pictures or books and, for some children, many repeti-
tions of the words involved.
The exercises for following oral directions are particu-
larly helpful. Training begins with follov/ing directions
involving gross motor activities and proceeds to directions
involving paper and pencil. The experienced teacher knows
that the child who is having trouble with the phonemes, or
sounds, of the target language finds it much easier to fol-
low oral directions than to find initial consonants or even
to match rhyming words. As suggested earlier, what rhymes
in one dialect does not always rhyme in another and homonyms
appear in certain dialects which are not part of the target
dialect. For example, in east Texas, pin and pen are indis-
tinguishable, and so are think and thank . Lundsteen (1971)
suggests that the child can learn the meaning of whole
thoughts or sentences first and go on to the finer discrimi-
nations later. Even to a child who knows the meanings, it
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is often difficuit to make the sound-symbol associations. To
a child who understands neither the meaning nor the phonemic
differences, frustration must reach an intolerable level.
Summary
The emphasis in this chapter has been on the contribu-
tions v/hich contemporary specialists have made to the solu-
tions of auditory skill problems as they appear in the primary
classroom. V/hile it is possible that specialists in some of
the related fields may find a few of the techniques presented
here applicable to certain children, that would be an ancil-
lary effect. Most of the techniques were already in the
literature of the various related disciplines and there seems
to be a good deal of borrowing and adaptation.
The primary purpose of this effort is to build a bridge
from the special areas of education which concern auditory
receptive language to the realities of the primary classroom,
particularly in an urban setting, and to apply some of the
expertise to the typical range of problems found in public
classrooms from the preschool level to about third grade.
The number of techniques v/hich a classroom teacher can apply
will vary widely with the interest, background, and ability
of each teacher. A list of sources will be found in
Appendix A.
Another ancillary effect may be that teachers who study
the rationales discussed in this paper and attempt to use the
139
suggested strategies v/ill then be in a better position to
communicate with the specialists in their ovm school systems
and to utilize more fully the expertise of these specialists.
The literature agrees on general objectives although
there is much controversy on the ways to reach them. In or-
der to function effectively in school and society, the child
must learn the elements of language: phonology, morphology,
syntax, and semantics. He usually does so through informal
exposure at home, on the street, and in school. There is no
clear-cut developmental order for language development. The
infant begins by imitating the intonation of the speech he
hears and eventually, about the age of two, for reasons that
have yet to be discovered, he begins to put words together
into meaningful utterances. Word order seems to be innate
and universal. The young child appears to select the most
significant words from the adult speech he hears and uses
them in a kind of "telegraphic” speech.
During the years from two to six, the child usually
masters the basic structural patterns of his language. He
gradually acquires meaning for the words he adopts by imita-
tion. This oral language structure forms the foundation for
more abstract operations with symbols, i.e., reading and
writing. In cases where reading and writing is to be learned
in a language other than the child’s native tongue, a firm
foundation must then be built in the second language before
reading and writing can be taught successfully. Children
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with poorly developed auditory skills suffer from some of the
same problems as those learning English as a second language.
There are sounds they cannot discriminate, structures they
have not internalized, and so on. Vocabulary and concepts
may be vague, confused, or distorted. All must be expressed
in the structural patterns of the language. In such cases,
informal exposure is not adequate and systematized instruc-
tion is required to fill in whatever gaps have been left in
the child’s linguistic structure.
Closely related to sentence patterns is the dimension
of abstraction. Level of abstraction is an important dimen-
sion of linguistic competence. The farther a child can ex-
pand from the simple and concrete level, the more advanced
his thought and language. Abstraction level involves vocabu-
lary as well as sentence structure and includes semantics.
A child who can express himself beyond the most concrete
level has a deeper concept of the meanings of both the words
and their order.
Length of utterance is another dimension. It is not
directly related to level of abstraction, but children who
are limited by poorly developed vocabulary and sentence pat-
terns are usually limited in length of utterance as well as
in level of abstraction.
The last dimension of auditory receptive language to
develop appears to be phonology. Although the child begins
to imitate sounds in infancy, auditory discrimination of
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sp66ch sounds is often not completely developed until the age
of eight. The phonemes, or specific speech sounds in words,
require the finest level of auditory discrimination and, in
English, contain no semantic cues of themselves. They have
meaning only in words. This may be one reason why they are
so difficult for many children to master. Moreover, while a
child has some security in the meanings of words, structure,
and intonation, the phonetic cues vary widely from one region
to another and from one dialect to another v;ithin a region.
A child *s language must be well developed before he can deal
with phonology.
One weakness in the literature on the development or
remediation of auditory skills seems to be in the area of
aesthetic amplification. As Hall explained in Introductory^
Linguistics
,
music and language are two forms of communica-
tion using some common elements: pitch , intensity , length ,
and timbre . To these we might add sequence , tempo or speed ,
and rhythm . The next chapter will explore some of the ways
that music can help to extend, amplify, or reinforce the lan-
guage experiences of the young child so as to promote and
strengthen them.
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CHAPTER IV
MUSIC AND THE REl'^iEDIATION
OF AUDITORY PROBLEI.IS
The commonalities of language and music have been de-
bated by writers in different disciplines. Reimer (1970)
disagrees with those who call music a language and there are
aesthetic arguments to support this view. Hall, however, ex-
plained the linguistic reasons for regarding music as a form
of communication similar to spoken language. Research in lan-
guage development and language disabilities supports the lin-
guistic view.
The discussion here is not philosophical, but practical.
The purpose is to find ways to develop auditory skills which
are emotionally satisfying. Since music, like language, de-
pends on auditory input, it seems logical to tap the ample
resources of music education to enhance the development of
auditory skills.
The Case for Aesthetic Education
Popular writers stress the need for a humanistic empha-
sis in education to counteract the dehumanizing effects that
a technological society is having on the children in our
schools. Many teachers and laymen are asking why this need
exists. They do not realize how the world of today’s children
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differs from that of their parents.
Pressures for achievement, conformity, success in a
technological post—Sputnik world are much greater than most
people realize. Even young people raised in affluent,
achievement-oriented homes are rebelling into new life-
styles, sometimes wholesome, and into drug addiction, the
counterpart of the alcoholism of their parents* generation.
An unnamed New York City physician was quoted on a major
television network as having stated that many children had
no other readily available source of pleasure than drugs.
In earlier generations, children used to have more
first-hand experiences; they used to get their batteries re-
charged as they walked home from school, revelling in the
sights, sounds, and smells which nature offered. They helped
in the kitchen with meal preparation and enjoyed the touching
and tasting which accompanies such chores as they talked with
their mothers, or a motherly cook. Today’s children are
herded and hurried onto a school bus and come home to a com-
mercially prepared meal served, often, in front of a televi-
sion set. The school cannot make up to children what
technology has taken away, but schools are making efforts
to humanize the lives of children.
Today’s child doesn’t wait until he is old enough to
read newspapers to be affected by social problems. He has
war, crime, and other societal ills in his livingroom every
day. Chukovsky (1969) suggests the premature introduction
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of adult problems tends to give children mechanistic, insen-
sitive attitudes toward them.
Curriculum writers are working to humanize the school
experience in various ways. The formal offerings of the
school should be presented in ways that are as palatable,
meaningful, and pleasant as possible. The application of
the subject matter to a real world should be made evident to
the learner. (Foshay, 1970) Increasing population is going
to involve closer relationships among people of vastly dif-
ferent backgrounds, outlooks, and language, a world of in-
creasing complexity and uncertainty. Slow learners may find
these patterns overwhelming. It is more important than ever
that we cultivate aesthetic perceptions and meaningful human
relations. (Drews, 196?)
Arnstine (1966) deplores the common tendency to focus
on the teaching of knowledge and problem-solving but to leave
the emotions to take care of themselves. He says that where
the education of the emotions is ignored, one finds "adults
whose emotions are undisciplined—that is, either suppressed
or uncontrolled," and that workers on all levels are so un-
satisfied by their work that they waste leisure time on in-
fantile pleasures. (1966:45-46) The education of the feelings
is vital; the primary concern of aesthetic education is to
cultivate emotional maturity. Arnstine deplores narrow views
of aesthetic experience and suggests that as students become
aware of what gives them pleasure and understand why, they
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learn to use their senses more deliberately, accurately, and
reflectively. This expands and heightens experience. (1966)
Aesthetic experience involves the senses; it is always
a perceptual experience. Musical activities require active
sensory involvement and thus promote perceptual development.
(Knieter, 1971) In addition, aesthetic experience involves
two types of affective response: physiological change and
feelingful reaction. Knieter states:
Considerable experimentation . . . indicates that
music is capable of bringing about changes in blood
pressure, respiration, pupil dilation, and psycho-
galvanic response. In the latter the response may
vary from simple feeling to the most complex emo-
tional sets. (1971:5)
The sense modalities: hearing, sight, touch, smell,
and taste are the vehicles for interaction with the environ-
ment. The way these senses are used largely determines an
individual’s experiences and concepts. If we consider a
large population of children on a normal curve, we can see
the range of sensory development. In the large middle area
of the curve are the average children, those who have learned
enough through their senses to survive in school—those who
live up to traditional expectations. In the right-hand tail
of the curve, are the children whose sensory experience has
been sufficiently superior so that they have learned to in-
teract with their environment in high intensity fashion, that
is> to experience pleasurable sensory satisfactions through
some kind of artistic expression.
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In the left hand tail of the curve, are the children
whose sense modalities have been so dulled by neurological
impairment, poverty conditions, or both that they cannot even
reach the survival level. Considering all the children in
terms of sensory development, it seems logical to use aes-
thetic resources to treat sensory deficiencies.
Jordan and Speiss (1970) have delineated the character-
istics of the competent learner in the following dimensions:
motor, perceptual, cognitive, affective, volitional, moral,
and aesthetic. The aesthetic dimension is particularly rele-
vant to this discussion. It reads as follows:
Aesthetic—to appreciate order
a. Apprehend order, grasp the Gestalt of things
b. Have a sense of humor (appreciate a surprising
or unanticipated arrangement or order of
things)
c. Create (bring a new level of order among parts
of things, events, people or ideas)
d. Strive to understand order in ultimate terms,
including one’s relationship to the universe
(apprehension of beauty and ultimate purpose)
( 1971 : 60 )
Phillips and Wiener (1972) suggest that order is essen-
tial to mental health. Order is particularly important for
the disorganized, distractable child. (Siegel, 1969;
Grzynkowicz, 1971) Aesthetic experiences, then, can help
order the environment of the child.
Creativity requires a higher developmental level than
appreciation of humor. Creativity is a relative concept;
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Smith (1966) suggests that all teachers have some creative
potential.
The fourth dimension in the Jordan and Spiess outline
suggests the sense of wholeness which Dewey describes as part
of the aesthetic experience:
The undefined pervasive quality of an experience is
that which binds together all the defined elements,
the objects of which vie are focally aware, making
them a whole. ... A work of art elicits and accen-
tuates this quality of being a whole and of belonging
to the larger, all-inclusive, whole which is the uni-
verse in which we live. ( 1934: 194-19 ^>)
Reimer (1971) describes seven behaviors involved in
aesthetic experiences. They are; perceiving, reacting, pro-
ducing, conceptualizing, analyzing, evaluating, and valuing.
He suggests that perception is more varied and more complex
than is commonly realized.
Perceiving includes all of the following and similar
behaviors: discriminating, discerning, apprehending,
noticing, grasping, discovering, observing, recalling,
relating, comparing, anticipating, distinguishing.
(1971:77)
Narrow views of behaviorism are limiting since a variety
of learnings takes place in an educational experience and the
learnings are not equally important, nor equally identifiable,
nor the same for each child involved in the experience.
Reimer suggests that, while behavioral objectives are common
for subjects such as mathematics, science, and languages, and
for the skills and performance aspects of music.
The central outcomes of learning in the arts are
usually characterized by unpredictability, subjec-
tivity, sensitivity, creativity, originality.
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inwardness. These qualities • . • may be stuntedby the very operations insisted upon by behaviorists
as necessary for effective learning. (1971:73)
Behavioristic attention to details may have a stultify--
ing effect on the sense of significance, the sense of value,
in a deep human experience. Valuing is a private matter and
teachers should accept this fact. The teacher's task is to
provide potentially aesthetic experiences but not try to im-
pose values on students. (Reimer, 1971)
Teachers can design appropriate ways for children to
participate in aesthetic experiences on every level. Joan
Bergstrom reports that a Moscow kindergarten offered courses
for parents such as "Aesthetic Education for the Child."
(Mouckley, 1972) In a book on slow learners, Karlin and
Berger (1969) suggest teaching vocabulary through poetry,
playing games with familiar poems, and the use of poetry as
a moral force. Moffett (1968) suggests that all children
need to learn the language arts through drama and poetry.
The aesthetic approach deepens the experience for both
teacher and child. Art demands mastery of skills as well as
knowledge. Reger et al . (1968) suggest the need for broader
concepts on the part of all teachers, not just special educa-
tion teachers. They urge that narrov; stereotypes about chil-
dren be dropped and that teachers be so thoroughly grounded
in their subjects and materials that they can then design
appropriate programs to fit individual needs in a very wide
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range of individual differences. The creative approach to
individualizing instruction is an aesthetic view.
The niore we know about aesthetics, the less we can
tolerate a single track approach to an academic problem.
Art includes unity and variety. Teachers need to learn to
recognize and define a theme and how to design many varia-
tions on that theme, whatever the subject matter.
Creative teaching implies more than the ability to ex-
pand a lesson in novel ways. It has important psycho-social
implications. Smith states that "The teacher must vfant each
child to be different and must place stress on differences."
(1966:133) This is more than mere tolerance of divergence;
it is active encouragement and implies a broad capacity for
appreciation. Accepting each child means accepting not only
the portion of the child which fits one’s concept of the
class, but accepting the child’s language, culture, back-
ground, heredity, experience, and problems.
Creativity and aesthetics are closely related. Aesthetic
expression depends upon creativity, that is, on the freedom
to respond individually, divergently. Conformity is the
enemy of creativity.
Prescriptive teaching follows aesthetic principles.
The teacher, as artist, eschews the mass mediocrity of ad-
ministrative convenience. The artist does not work for time
or convenience but for the most satisfying and appropriate
results under the circumstances. Each child is unique, each
I
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level of development can be perfected in a way appropriate to
the child’s background and need. Goodlad states, "The crea-
^ive teacher is an artist who synthesizes the components of
the learning-teaching act under conditions that cannot alv/ays
be predicted." (1959:49)
James Smith suras up the job of the creative teacher:
1
—
she must be sure children are taught certain knowl-
edges and skills needed for a problem to be solved;
2 she must be sure she has helped develop the atti-
tudes essential for creativity;
3 she must set the necessary conditions so these
skills can be combined with the experiences of
the children into new patterns. (1967a; 14)
Summary
Many writers on contemporary problems stress the dehu-
manizing effect of current school practices. Third force
psychology and v/riters on aesthetics speak to the affective
needs of children. Music education can speak to both affec-
tive and cognitive needs if it is used properly. In order to
consider this possibility further, it may be helpful to re-
view the present status of music education.
The Status of Music Education
The official view of the role of the music specialist
was stated as recently as November, 1972 in the Music Educa-
tors Journal. In a position paper prepared by the MENC Na-
tional Commission on Instruction, the following statement was
made
:
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In certain situations, disproportionate amounts oi'
time and energy are expended in providing assistance
to classroom teachers, many oi whom are not epuippod
to provide substantial musical leadership, with the
resultant v;eakening of any significant musical ex-
periences for their students. (1972:60)
The statement recommended the use of music specialists
at the elementary school level and explains:
The nature of music, the importance of arts experi-
ence for all children, the significance of aesthetic
education in the life of the individual, and the
variety of musical objectives that emanate from these
concerns indicate that satisfactory instructional
leadership can best be provided by specialists.
( 1972 : 60 )
The requirements of an adequate music program at the
elementary level are then described: appropriate pupil-
teacher ratios, at least three half-hour periods per week, a
variety of instructional materials and specialized equipment,
specialized space arrangements, and opportunity to adapt to
new grouping patterns, scheduling patterns, and physical fa-
cilities.
The statement recognizes the existence of classroom
teachers who ^ conduct satisfactory music programs, with and
without the assistance of a trained specialist and it also
recognizes the need for "considerable expansion of the pre-
service and in-service musical training presently available
to classroom teachers." (1972:62)
The most glaring omission, from the viewpoint of com-
pensatory education, is any reference to possible adjustments
that can be made by the music specialists. The article made
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no unreasonable demands, given a healthy economy, but seemed
unaware of tne total picture of many school districts today.
The three areas demanding immediate attention in most cities
in the seventies are: (1) early childhood, (2) the disadvan-
tagedj and (3) learning disabilities. These are listed in
random order. Very often one child falls into all three
categories.
Music specialists, like reading specialists, physical
education specialists, and other specialists must see their
role within the context of present problems and present re-
sources.
The Need for Relevance
At the 1970 convention of the Music Educators National
Conference, Dwight Allen described some new goals to music
specialists. He stated;
Teacher education must find a v/ay to help teachers
and students deal v/ith a greater level of diversity.
Our culture is getting so complex that we must give
up the idea of having a general, all-round music
teacher. We* re going to have to find ways of dif-
ferentiating assignments, differentiating prepara-
tions, differentiating service. (1970:29)
Allen charged that vested interests keep a subject in
the curriculum and keep it functioning in traditional ways.
He suggested the need for a broader vision, for a recognition
of cultural diversity, for new and better uses of technology.
He also suggested the need for different decision makers:
"The classroom teacher needs to be more of a decision maker.
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He needs to be able to determine the scope, sequence, nature,
and structure of the curriculum." (1970:31)
Allen also criticized the music curriculum for its over-
emphasis on performance and suggests that music specialists
find ways to improve the learning experience by utilizing some
of the special qualities of music. He stated:
Vie know that music changes the blood sugar.
. . .
Music produces physiological changes that nobody has
even been worried about or understood very well or
tried to hook into the whole process of teaching and
learning. (1970:32)
The above statements have very specific implications for
compensatory education at the early childhood level. V/hether
a young child’s language problems are attributed to neurologi-
cal or sociological deficits, it appears that the music spe-
cialist and the primary classroom teacher can develop more
effective and more pleasurable means of remediation than those
now in general use. As Allen suggested, the alternatives are
unlimited. Traditional views of music education are no
longer adequate to meet the needs of the young child who does
not hear well enough to sing in the assembly program. Per-
formance standards are counter-productive for young children.
Allen’s suggestion that the classroom teacher be allowed
to participate in the decision-making has special relevance
for those concerned with listening skills. The classroom
teacher knows the language goals, the present level of listen-
ing skills a child may have, the social context of the class,
and the entire primary curriculum. Thus it is easier for the
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classroom teacher to ask the music specialist for specific
songs, games, and activities than for the music specialist to
try to discover the children’s needs during a half-hour lesson.
The music teacher should certainly visit the primary class-
rooms to teach songs, rhythms, and conduct other activities
as often as possible, but the two activities are not mutually
exclusive. The primary children need the expertise of the
music teacher, in addition to, but not instead of, the exper-
tise of the classroom teacher.
During an interview at New York University, the investi-
gator asked Cynthia Deutsch why music had not been utilized
as a vehicle for language development in compensatory programs.
Dr. Deutsch suggested that there are not many psychological
researchers who are musicians and that music education often
seemed to be neither music nor education. (Personal communi-
cation, January 1972) Many experienced music educators would
be forced to agree with this statement. Articles in several
recent issues of Music Educators Journal urge music teachers
to move in the direction of humanistic goals, of understanding
the needs of diverse populations, of preparing themselves to
teach ethnic music, electronic music, contemporary music. One
I
whole issue was devoted to music in special education.
i
An editorial on teacher education in the Music Educators
I
i Journal (January, 1970) quoted from a number of the three
!
I
hundred music teachers, supervisors, classroom teachers,
i
principals, and others who had been interviewed. The editorial
I
stated:
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Many of the music teachers interviewed recalled thedisillusionment they suffered
. . . when they found
that what they v;ere taught in college could not be
used . . . they were forced to discard teaching
techniques, concepts of curriculum and course con-
tent, educational philosophy, methods and materials
that had been recommended to them as workable. Many
felt that their college education v/as not only inade-
quate, but that it did them a disservice by actually
leading them in the wrong direction. (1970:103-104)
The music teacher who lacks the necessary background in
compensatory education may be totally unfamiliar with the lan-
guage problems of minority students and/or perceptually handi-
capped children. Many music teachers prepare one lesson and
use it for half a dozen first grades, or third grades. Many
still believe there are certain pre-set times to introduce
standard musical notation. Some would like very much to indi-
vidualize the curriculum, if they only knew how.
Relevant Research
Three recent dissertations show how music education can
be made relevant to current needs on three different levels
of education. These examples suggest directions for inter-
disciplinary efforts which serve the cognitive and affective
needs of today *s children.
William Gaver (1971) studied the integrated arts concept
in high school curricula. He found the combination of art
courses into a single integrated course being offered under
different labels and frequently confused with humanities
While the humanities courses brought together ideascourses.
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in art/ j music, litcraturG, and so on, ths approach was funda-
mentally intellectual* The integrated arts approach brings
together the individual fine arts disciplines in such a way
as to cultivate increased understanding, sensitivity, and com-
petence in aesthetic experiences. Gaver states that the inte-
grated arts approach is a form of affective education
—
development of the student's capacity to perceive and respond
to aesthetic stimulation. He explains:
Integrated arts courses tend to reflect aesthetic
education and a learning process that enhances feel-
ings and emotions, and is contrary to the education
of acquiring verbal knowledge inherent in the hu-
manities approach to education. (1971:iii)
The lack of clear understanding regarding the differences
between humanities, integrated arts, and aesthetic education
which Gaver found in Missouri high schools is probably typical
of curriculum confusion in other states and on other levels.
Elementary curriculums commonly separate art experiences from
other branches of the curriculum and from one another.
The integrated arts concept is just as relevant to the
elementary level as to the secondary since it facilitates
"the development of aesthetic awareness that permits man to
feel, to express, and to evaluate." (Gaver, 1971: lOB) If
older students need more opportunities to develop sensory
awareness, the need is even more critical for younger ones.
It is difficult to break down tlie barriers between the
disciplines but, as Gaver, Smith, Bateman, and others point
out, it is essential. Creativity takes many directions.
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Sound explorations may lead to expressions in art or dance,
and vice versa* Aesthetic dimensions in curriculum help put
s child in touch with his feelings, but only in a free situa-
tion. The performance-oriented approach to education results
in products, not expression. Gaver*s study has immediate
relevance to the elementary curriculum and particularly to
the development of auditory skills in young children.
A recent study on the elementary level also deals with
interdisciplinary possibilities. Diana Nicholson (1971)
studied two groups of slow learning six—to—eight year olds
to determine whether music could affect the development of
certain reading readiness skills. Nicholson* s objectives were:
1
—
to determine the extent to which melody and rhythm
in music can aid in increasing the attention span;
2 to ascertain whether music can aid in the develop-
ment of concepts such as high and low, loud and
soft, heavy and light, fast and slow;
3 to find out if letters in the alphabet can be con-
nected to musical pitches;
4 to determine if the use of music can develop and
improve discrimination for paired groups of letters
which frequently present difficulties because of
their similarities and differences. (1971:i)
All differences between the two groups were significant
on at least the .001 level. Metropolitan Readiness Test scores
for the experimental group improved from Poor Risk level to
Average level. The difference between the two groups on both
the Metropolitan and Hotel Test of Reading Achievement were
significant on at least the .001 level. Nicholson states:
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The results of this study indicated that music canimprove the ability of the slow learner in the recog-
nition of letters of the alphabet and reading readi-
ness skills. The findings were judged to be of
immediate practical value to teachers. (1971:ii)
Possibly the most significant point in Nicholson’s study
is the fact that her control group was given a well-balanced
music curriculum consisting of singing rote songs, rhythmic
movement, listening to a variety of musical selections, play-
ing instruments such as the autoharp, xylophone, drums, cym-
bals, etc., and composing original songs. "The control group
was not given any instruction using music as an aid to the
development of reading readiness skills." (1971:44)
Nicholson’s findings underline the specifications for
effective instruction outlined by Ausubel, Bateman, and Cohen.
(Chapter II) Clearly, the instruction in the Nicholson study
which used appropriate strategies for developing attention
span, basic musical concepts, association of letter forms to
pitches, and discrimination of similar letters was significantly
more effectual than traditional music lessons. This study sug-
gests that carefully designed instruction to the development
of auditory skills is likely to be significantly more effec-
tual than traditional language lessons.
Rhinehart’s study on the college level has important
implications for the ways in which music can meet the psycho-
social needs of all students. Music speaks directly to the
emotions, although not only to the emotions, and can be effec-
tive v;here direct verbal communication might be difficult to
handle.
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Charles Rhinehart (1972) used a Black Studies approach
to an introductory music course for black undergraduates.
Rhinehart states:
The central concern of the study was to determine the
nature of changes in attitudes of students completing
a one-semester introductory music course in which the
black artistic dimension had been structurally inte-
grated by merging with existing course contents the
contributions of black musicians. (1972:vi)
Rhinehart used five attitude scales for pretesting and
posttesting the l60 students. The experimental group showed
significant positive attitude change toward aesthetics, toward
the music course, and "toward the internal control of one’s
destiny." (1972:viii) Rhinehart concludes:
Undoubtedly the experimental subjects considered the
course as having relevance and meaning for them and
they were enabled to see the black man's role in fine
arts in an enlightened perspective. (1972:viii)
Rhinehart *s study suggests that when students can relate
as individuals to aesthetic experience the experience is effec-
tive. The control group, which was exposed to the same music
course under the same professor, did not evidence these gains.
Rhinehart *s study showed that a well-structured aesthetic
experience can affect the self-concept. The fact that this
change took place in college students is particularly signifi-
cant since older students tend to be less susceptible to change
than children. Identity problems v/ere not a part of the music
course in this study. The music course was a typical, balanced
introductory course including a variety of musical periods and
styles. The only difference in the course for the experimental
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group was the inclusion of the contributions of black musicians.
The substantive content of the course appears to have effected
the change in attitude. It seems clear from the result of
the Rhinehart study that well—structured aesthetic experiences
can have positive emotional effects on students. The results
of this study suggest that inclusion of music by black artists
would help strengthen the self-concept of young black children
while exposing all the children to a richer aesthetic experi-
ence than is afforded by traditional curricula.
Children need many experiences to identify v;ith the
feelings expressed in folk songs, v/ith artists from different
ethnic backgrounds, with different language styles. The teach-
er can best serve this end by selecting appropriate songs for
the children to learn and by then extending the experience by
playing recordings of other versions of the same or similar
songs. The emphasis is on the singing and listening experi-
ences rather than on explanations. The psycho-social needs
of young children can be served in many ways. Exposing them
to satisfying aesthetic experiences is probably one of the
safest ways to do this. In one short experience children can
gain the following:
1. Identification with a black musician
2. Appreciation of a black musical style
3« Exposure to a folk song
4. Experience of singing a folk song
5, Emotional nourishment from these experiences
I6l
6. Language reinforcement from listening to the
text and singing it
7« Increased sensitivity to another language style.
This kind of aesthetic experience speaks to the psycho-
social needs of all youngsters, regardless of their backgrounds.
It is not only important for black children to identify with
competent black artists at an early age, but it is just as
important for children of other backgrounds. It is also im-
portant for children to be exposed to representative artists
from other groups singing folk songs in different styles
—
different musical styles and different linguistic styles.
Since the forties, and possibly before, music educators
have been writing about the psycho-social benefits of music,
but vested interests within and without the profession are
still promoting performance-oriented music programs. With the
advent of accountability, the pressures from groups v/hose
children are not being served by the schools, and the present
state of the economy, perhaps there will be a change.
Such a change is well supported by the literature. Both
behaviorists (Wilson, 1971) and third force psychologists,
(Combs, et al ., 1971) stress the importance of pleasure-
related learning. Whether we accept the theory of pleasure
centers in the brain or the humanistic beliefs of perceptual
psychology, the message to education is that learning is built
on satisfying experiences. There seems to be ample evidence
that children are turned off by boredom and failure. Both
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are punishing experiences.
The pleasure of the children has a salutory effect on
the teacher. In a failure situation , the teacher is sb frus-
trated as the children. Teachers need specific guidelines^
just as children do. Learners at any age need definite
parameters as well as freedom for creativity, (Smith, 1966)
Exposing learners of any age to masses of unorganized material
does not serve learning, (Phillips and Wiener, 1972; Bateman,
1971) By selecting songs which contain appropriate linguistic
material, by developing this material to the full ability of
the children involved, and by reinforcing the experience
through exposure to other versions of the same material, chil-
dren can gradually build a positive self-concept while master-
ing linguistic survival skills.
Examples of Relevant Music Education
Literature on the use of music with children who have
more serious deficits is of special interest to teachers of
the disadvantaged or perceptually handicapped. If we set
aside the labels for purposes of discussion, we are talking
about children whose auditory ^ills are seriously limited.
Whether the skills are limited because of economic, neurologi-
cal, or psychological handicap, children in all these cate-
gories share some common limitations. It seems logical, then,
to assume that strategies for reducing auditory limitations
would apply to any children with these limitations, provided
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the strategies were (1) on the appropriate level of difficulty
und (2) of sufficient interest to the children involved to
hold attention and provide some emotional satisfaction.
Music for the deaf . Music has been used as an aid to
language development in the teaching of the deaf for many years
and is included in programs for the deaf throughout the v/orld.
(Fahey and Birkenshaw, 1972) Institutions for the deaf in
Nev/ York, Illinois, and Tennessee have found that deaf students
can respond to the vibrations in music by marching, playing in
bands, and playing the piano. (Hummel, 1971)
Music provides a rhythmic base for speech and movement
and also adds interest and pleasure. Most of the literature
on using music to facilitate the teaching of speech to the
deaf emphasizes music as an aid in the teaching of rhythm.
Music is used to teach and test sound perception. Through the
use of new acoustical equipment which enables the deaf child
to make more extensive use of residual hearing, it is possible
for the child to perceive music, to some degree, through the
auditory channel as well as to feel the vibrations. Music has
been used to help increase vocabulary, develop grammar, and
to practice speechreading. Deaf children like to sing even
though the words are unclear and the pitches may be vague.
Most deaf children can hear music if it is low enough and
loud enough.
If rhythmic experience and singing have been found so
helpful to deaf children, it seems logical that music should
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be used more widely for children with relatively mild auditory
deficiencies.
Movem ent education and learning disabilities
. The im-
portance of intersensory integration has been stressed through-
out the literature on learning disabilities. Disorganization
seems to be characteristic of the learning disabled child.
He has less control over his body movements than other chil-
dren his age and is often either hyperactive or hypoactive.
His movements are often awkv/ard and poorly coordinated
—
unrhythmic. Campbell (1972) suggests that rhythmic activities
can help to coordinate bodily movements involved in speech,
reading, writing, walking, and dancing. She says music teach-
ers can help classroom teachers plan rhythmic activities
appropriate to a child* s stage of rhythmic development. The
unique background of the music teacher makes him an excellent
resource person for rhythmic activities.
The first musical instrument was the human body. Musical
instruments extend the sounds that people can make with their
bodies. Each person has a rhythm of his ovm. Some are more
able than others to translate inner rhythms into overt actions.
Children need many opportunities to move, to explore the sounds
they can make with their hands and feet, to discuss the quali-
ties of the sounds, to experiment with time, space, and equip-
ment, unpressured by conformity. (Sheehy, 196B; Aronoff, 1969;
Marsh, 1970)
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W®H*"Plsnn6d music activities can be therapeutic. The
boundary line between music therapy and music education is
now blurrei^. (Campbell, 1972) However, movement education,
while benelicial, is not directxy related to language and
reading. The important factor in movement to music, for pur~
poses of this discussion, is the fact that when children move
to music, they are listening for cues and reinforcing this
information by responding to it immediately. While such ac-
tivities are not directly related to language development,
they help develop auditory skills and latent rhythmicity in
the poorly organized child.
In Massachusetts, a fev; music teachers are adapting in-
struction to the needs of children with learning disabilities.
In Ludlow, for example, the music teacher v/orks closely v/ith
the classroom teachers, the reading specialist, the physical
education specialist and the administration. Small groups of
learning disabled children receive instruction in various as-
pects of music. The program includes singing, rhythms, v;ork
with instruments, movement to music, and specially designed
games to help fill in their specific learning deficits. The
classroom teachers help to determine the goals for the special
music instruction. Primary children in the learning disabili-
ties group have two lessons per week in addition to the regular
music lesson with their class and classroom teachers are en-
couraged to use records from the music department’s collection
between lessens.
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Igw music teuchGrs ha.v6 b6Gn trairiGd. in spsciul
education technics, much of their music training is applicable
to special euucation problems# Many children with learning
problems are in regular classes and many can best be helped
in regular classes. Because music teachers are commonly
trained in ’’ear-training" techniques, they are particularly
well prepared to help children with speech and hearing prob-
lems through songs and games. (Graham, 1972) Musical experi-
ences help children relax and become less self-conscious. It
is significant that preschool perceptually handicapped chil-
dren have made their first meaningful communications in the
context of a musical situation. (V/elsbacher, 1972) As Lerner
and other writers on learning disabilities have pointed out,
some of the most useful information on learning processes for
all children has come through experiences in special education.
Summary
The field of music education is still clinging to tradi-
tion in many places; the emphasis is primarily performance-
oriented. The children who benefit the most from performance-
oriented programs are the ones who need them the least.
However, there are encouraging signs of change. A small
percentage of music teachers are engaged in extending music
to the children v;hose needs are greatest, and recent disserta-
tions suggest ways in which music can help meet their cognitive
and affective needs. The work of Kodaly in Hungary and of
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Suzuki in Japan for a number of years has demonstrated con-
clusively that systematic and appropriate musical instruction
has very positive effects on the perceptual abilities of chi]-
dren. Fowler (196S) cites early studies by Hissen (1933),
Jersild and Bienstock (1931, 1934) and Updegraff, Heiliger,
and Learned (193S) which produced significant gains in singing
and auditory discrimination v/ith preschool children. Fahey
and Birkenshaw (1972) describe the ways in which music is used
to aid the development of speech and self-concept in deaf chil-
dren and Graham (1972) describes some of the specific contri-
butions of music teachers involved in special education.
These and many others have demonstrated what can be accom-
plished with appropriately designed musical experiences. The
next section will explore the possibilities of using music to
develop the auditory skills which constitute the foundation
of the language arts.
Music and the Development of Auditory Skills
One of the key contributors to the development of this
paper was Hall (1964), a linguist. Hall explained that the
language and the music of a people were closely related so
that the musical writing of a people tended to reflect the
distinguishing characteristics of uheir language. V/hile lan-
guage is more specific in meaning, both forms of expression
depend on such basic elements as pitch, rhythm, intensity,
duration, sequence, tempo, and simultaneity. The particular
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wsys m which these elements erne combined, give n lengnege its
distinctiveness
•
Throughout the literature on language learning, the role
of rhythm appeared again and again. Rhythm also figures promi
nently in the perceptual-motor literature and, of course, it
figures most prominently in music education literature. In
the next section, we will explore the particular role of music
and particularly or rhythm, as a rool for oral language rein-
forcement.
The Role of Rhythm in Language Learning
References to rhythm occur throughout the literature on
language development and language problems. Lenneberg (1967)
supplies the biological rationale. He states that "speech is
a patterned temporal phenomenon . . . based on underlying
rhythms" (1967:108) and explains that "a rhythm exists in
speech which serves as an organizing principle and perhaps a
timing device for articulation." (1967:11^) Lenneberg sug-
gests that rhythmic support of language functions is related
to the development of brain wave rhythms:
children do not begin to develop speech until their
brains have attained a certain degree of electro-
physiological maturity, defined in terms of an in-
crease with age in the frequency of the dominant
rhythm. Only when this rhythm is about 7 cps or
faster (at about age two years) are they ready for
speech development. (1967:117)
This view supports the linguistic belief that language
is innate and develops according to some inherent schedule.
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Adherents of this belief do not deny the environmental factor
but they do suggest that there is more to language development
than stimulus and response. The biological explanations of
linguistic behavior seem very convincing. Lenneberg describes
what happens during the production of speech:
Throughout the duration of individual speech sounds,
muscles must be activated (or de-act ivated) at such
rapid succession that a neuronal firing order must
be assumed that functions with an accuracy of milli-
seconds. This can be accomplished only by automatisms
consisting of intricate time-patterns. Patterning in
time (in contrast to temporal disorder) is based on an
underlying rhythmic metric. (1967:120)
It is clear from this explanation that any disorganiza-
tion, neurological or emotional, is likely to affect language
and that disorganized children need help to reestablish orderly
functions.
Rhythm is an essential factor in the sense of time.
Lerner states: "Through rhythm the development of a temporal
scale of the world is acquired." (1971:99) Rhythm affects
motor activities as well as language. Both involve rhythm,
sequence, and simultaneity. (Lerner, 1971; Kephart, 1967)
The disorganized or underdeveloped child has poor concepts of
time as well as of space. Kephart (1967) believes a child must
be able to appreciate simultaneity before he can appreciate
serial events. Certainly very young children respond to simul-
taneity as when they are bounced or tossed to accentuate key
words in a rhyme. Even an infant who is not talking yet finds
such combined activities amusing and will soon anticipate the
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point in the rhyme where the action comes. Perhaps, at this
early stage, the child is responding to the rhythm rather
than the words themselves.
The infant responds to intonational patterns in speech,
the rhythmic and melodic patterns, long before he understands
the words. The perception of structure and meaning develops
out of this early perception of melodic patterns. (Berry,
1969) Perhaps this response to speech rhythms in the auditory
environment is related to the rhythms within the child.
Lenneberg’s explanation of the automatic firing of many mus-
cles in some predetermined order suggests some kind of inter-
action between the innate rhythms of the child and the rhythms
he hears or feels. Infants the v/orld over seem to respond
to rhythmic patting or rocking. It is difficult to determine
the proportions of such interactions.
Berry suggests that the popular concept of a stimulus
producing a response on a one-to-one basis is simplistic.
She states;
In the brain stem and cortex . . . there is no proof
of a functional one-to-one, automatic relation between
stimulus and response. The nervous system cannot be
operated as a vending machine. The sensation may go
in but the desired response may not come out. Sen-
sory input and motor output cannot be equated so
neatly, perhaps because of the enigmatic I, Integra-
tion, about which little is kno’^. Integration is a
continuous process beginning in the receptors and
ending only as the response is made. It comprehends
the total nervous system. (lv69 : 2B)
The literature includes many references to intersensory
integration. Apparently, individuals with impairment of one
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modality are able to learn other pathways for informational
input* Neural plasticity is highly individual* V/hen normal
sensory channels are blocked, "the possibility of alternate
routes will be determined largely by neural plasticity."
(Berry
,
1969 The individuality ol informational process-
ing makes diagnosis and treatment very difficult. The balance
of sense modalities in normal children varies from one to
another as does the imbalance in those with perceptual prob-
lems. For this reason, much diagnostic teaching may be neces-
sary to discover the mode or modes by which a particular child
can learn best.
The whole concept of remediation depends on a norm. If
there is no norm, how can one determine the degree of deficit?
Terms such as undeveloped learner (McLeod, 1968) and ineffi-
cient learner ( Grzynkowicz, 1971) appear to be more appropriate
for the child who has not yet achieved a given stage of learn-
ing. The literature suggests that few are in a position to
measure the deficit accurately or to determine the norm.
Wolinsky (1967) feels that Piaget has a special message
for teachers of children with learning disorders. One of his
major contributions "is the idea of perception as different
from intelligence." (Wolinsky, 1967^422) She suggests that
what appears as evidence of low intelligence may, in fact,
indicate simply lack of perceptual experience, incomplete per-
ceptual sampling. "V/hen the child is able to bring various
sampling relationships into meaningful and more complex
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situations (^o.upla^e)
,
error is corrected, for he is now able
to utilize multiple encounters in time and space more effec-
tively* (19671424) The child must be free of immediate per-
ceptual and motor activities in order to be ready for
cognitive thought. During the sensory-motor period the child
acts without understanding. As he develops intellectually,
aided by interaction with his v^orld, central thought processes
become more autonomous.
V/olinsky suggests that these basic processes have not
been completed in the child with learning disorders, that the
disorganized behavior "is the activity of a child who has not
completed the sensory-motor stage in certain areas and who is
attempting to build acts of intelligence on a structure that
is not yet free of the demands of the sensory-motor period."
(1967:429) She suggests that most instruction for such chil-
dren begins at too sophisticated a level.
The literature agrees that a basic characterization of
the inefficient learner is lack of organization. This deficit
may appear in motor learning, language learning, or both and
often has emotional effects. Since Lenneberg ( 1967 ) developed
the rationale that rhythm was an organizing principle of lan-
guage, and since rhythm is • fundamental to walking and other
motor skills as well as to talking, it seems logical to believe
that rhythm might serve as an organizing principle of learn-
ing in both motor and language development. Even though
Lenneberg explained that motor development proceeds at its
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own pace quite independent of language development, the rhythm
factor might be used to support accelerated development in
both areas.
In actual practice, the match should not be difficult.
A language experience, such as a rhyme or song, should be
selected on the basis of its appropriateness to present de-
velopmental level. Then a rhythmic motor activity should be
selected to use in connection with the language experience.
Since motor development, according to Lenneberg, is usually
less advanced than language development, the movement should
be relatively simple. Even if one does not agree with this
order, and some representatives of the perceptual-motor view
do not, the motor activity should be kept simple so that the
child can concentrate on the language activity since that is
our purpose here. If one goes back to the biological founda-
tions of language and motor development, the belief that
rhythm can serve as an organizing principle for both seems
inescapable.
This view may be the key to intersensory integration,
the fine state of affairs when the child is internalizing in-
formation from different sense modalities and responding to
the stimuli appropriately. A few specialists in learning
disabilities are utilizing this principle.
Drake (1964) observed that the development of rhythm
was closely related to the acquisition of reading, writing,
and spelling skills. He states, "A failure to develop rhythm
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usually predicts a failure in symbolic functions." (1964:202)
Drake differentiates between rhythm and coordinai:ion. "Rhythm
appears to be related to fine motor and patterned motor skilDs,
where coordination is used to denote gross motor skills."
(1964:203) Thus it is possible for an athlete to have poorly
developed rhythm and for a musician to have an awkward gait.
Drake found that children’s writing improved when they
were trained to form letters in time to music with a strong
beat. He also found that those who showed the most signifi-
cant grovfth in rhythmic development usually showed the greatest
gains in reading. Drake suggests that children with reading
problems should hear a great deal of poetry. He states:
Every effort should be made to introduce the whole
flow of rhythm into all classroom activities. Rhythm,
after all, is controlled pov;er. It is released move-
ment, patterned activity. (1964:205)
In later work with learning disabled children, Drake
found that serial movement was difficult even for those who
were competent in gross motor skills. Patterned movement, as
in folk dancing and square dancing, is an example of serial
movement. Single beat movements, like walking and running,
are learned without conscious effort. Skipping, however, and
Jumping rope are patterned movements and require conscious
learning. At this level, there must be conscious cognitive
effort to control motor acts and relate them to a rhythm, as
in dancing. Cognitive input plus conscious rhythm seems to
equal cognitive—motor integration. ( Drake, personal communica-
tion, August 1972) All these higher level motor skills:
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skipping, jumping rope, dancing, and v/riting, require a level
of automatic control or automatization.
Drake (1970) studied a group of 67 children who exhibited
late and irregular development of language functions but who
not have poor economic backgrounds, emotional problems,
or general low IQ's. These children suffered not only from
higher level cognitive deficits but from lov/er order problems
as well. He found that students who v/ere poor readers and
poor automatizers were also poorer spellers than those who
were poor readers but normal automatizers. Drake concluded
that children of high intelligence can compensate for poor
automatization and still become good readers. He suggests
the need for additional study "to determine if indeed the
automatization dimension is specifically related to poor de-
coding skills." (1970:51)
Drake's experiences and those of teachers who use rhythm
with deaf children suggest that auditory receptive language
must be developed to an automatic level in order for children
to read for meaning with fluency. The child who has to stop
frequently to figure out the sound and/or meaning of a word
loses the sense of the passage. (Lefevere, 1971) Poor readers
do not process words automatically; they sound them out la-
boriously. Loban and others have established the relation-
ship between oral language fluency and reading ability.
Reading depends upon recognition of the sound of a word when
the stimulus is given in a visual form. Thus recognition of
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the sounds of language should be automatic before a child is
introduced to formal reading instruction.
The whole area of intersensory integration is particu-
larly interesting in the light of personal experience. Dur-
ing the sixties, the writer taught a transitional class of
27 first graders. Most of these children were bilingual and
most had had a year of kindergarten. All scored very low on
the Metropolitan Readiness Test. In an effort to help these
children by every means possible, the writer used a number of
motor activities as well as systematic language drills and
many songs. The literature suggests it was no accident that
just about the time a child mastered the rhythm for jumping
rope, he also learned how to read.
The literature on learning disabilities and language
problems suggests that all learning cannot be heuristic—that
there is a place for rote verbal learning. Gagne (1965) sug-
gests that schools in Europe and Asia still recognize this and
that much repetition of verbal material was customary in
American schools in the early years of this century. He sug-
gests that the value of recalled verbal sequences is in the
construction of utterances that communicate ideas and that
memorization of significant verbal passages is still a valu-
able practice.
In the teaching of children with linguistic deficits,
pattern practice and memorization are clearly indicated. In
European countries where children often learn three or more
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languages, rote learning of many songs and poems is customary.
Children learn the folk-lore of their local areas and then
the national folk-lore. This memorization does not preclude
the development of spontaneous speech or creative literary
efforts, but rather builds a foundation for them. Gagne"
states:
The construction of effect?.ve original speech does
not depend simply on an understanding of rules for
grammatical expression. It requires the ready re-
call of a large fund of verbal sequences that can
be woven into novel passages of spoken English in
a countless variety of patterns. (1965:112)
While language learning under normal circumstances is
accomplished by heuristic methods, language deficiencies re-
quire more structured approaches. All the literature on
learning disabilities stresses the importance of structure,
repetition, and reinforcement. Seng (1970) and Wilson (1971)
also stress the importance of emotional satisfaction in the
language lesson. The requirements would then read: structure,
repetition, reinforcement, and pleasure. If these are incor-
porated into the short, intensive, formal language sessions,
children will have the interest and power to use the patterns
and vocabulary in their informal discourse.
The whole idea of rhythmic repetition is basic to the
teaching of foreign languages and second languages or dialects.
The words, sounds, and syntactical patterns are not the whole
story. The distinctive rhythms of a language make the dif-
ference between natural sounding speech and speaking with an
"accent.” (Berry, 1969; Stockwell and Bowen, 1965)
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The child who speaks a dialect other than standard
English is not perceptually handicapped, as a rule, but he
j^st as much need of pleasurable repetition* The rhythni*^
of his mother tongue are not only different from those of
the target language, but they are so much a part of him that
they interfere with auditory input. This factor is even
stronger in older people. Such children need many opportuni-
ties to practice speech patterns in nursery rhymes, pattern
drills, and songs before they can be expected to use the tar-
get language, regional standard English, in spontaneous
speech. Spontaneous utterances demand a higher level of or-
ganization than the repetition of pre-structured lines such as
are found in poems, songs, and pattern drills. As the child
internalizes the syntactical patterns through rote verbal
learning, they become automatic for him so that he has the
necessary vehicle for spontaneous speech. Then he is free to
concentrate on the idea he wishes to express and need not be
preoccupied with conscious word order. The next section will
deal with the rationale of pattern drill.
Pattern Drill and Intersensory Integration
Berry, Dillard, and others have suggested the lack of
transfer in traditional language teaching. Students who had
studied a foreign language for years in high school and/or
college would be dismayed to find they could not speak it.
There was little transfer from visual to auditory skills.
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During World War II, the Foreign Service Institute at
the Department of State developed an aural-oral system.
(Dillard, 1972) The new method was quickly adopted by for—
eign language teachers and was later incorporated into the
teaching of English as a second language. The method was
found applicable to children who spoke a different first lan-
guage, such as Spanish, or who spoke a different dialect,
such as Black English. (Dillard, 1972) Pattern practice has
been used in San Antonio since 1964 when it was introduced
as part of a reading readiness program begun there by Dr.
Thomas D. Horn of the University of Texas at Austin.
(Andersson and Boyer, 1970)
Dillard explains the premises of aural-oral teaching:
Implicit in this approach is the understanding that
abstract grammatical knowledge . . . is of no prac-
tical value in the actual use of a language. The
person who is to be educated through the medium of
a language (or dialect) must have the rules of that
language or dialect internalized
,
so that he uses
them automatically. . . . the technique consists of
intensive practice to the point of overlearning, so
that the student is virtually unable to use a non-
English response to the stimulus of an English con-
versation situation. (1972:269)
The aural-oral approach is known by several abbrevia-
tions: ESL, or ESOL, English as a Second Language; TOEFL,
Teachers of English as a Foreign Language; TESOL, Teachers
of English to Speakers of Other Languages; and ESD, English
as a Second Dialect. In this context, the learner’s original
language is not condemned as impoverished or inadequate.
Dillard makes a sharp distinction between the approach which
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teaches standard English, or regional standard English, as a
second language or dialect and the view of what he calls the
"deficit theorists." (1972:270) Dillard is particularly en-
thusiastic about the work of Stewart who taught Black English
as a second language to teachers at Columbia "who have been
imposing their own system upon disadvantaged children."
(1972:271) This is a very effective method for helping mono-
lingual teachers to realize the syntactic structure of the
child's native dialect. The same method v/as used at the Uni-
versity of Texas v;here Anglo teachers were taught enough
Spanish to help them appreciate the differences in phonology,
intonation, rhythm, and structure. Dillard finds the common
view that the black child has no grammar completely untenable.
He states that "If a teacher, or a researcher, naively assumes
that his patterns are the only patterns, he may be misled
into finding these children 'deficient* in language or behavior
patterns." (1972:274)
The basic principles of pattern drill are founded on
linguistics and learning theory. Seng states, succinctly:
"Man is characterized by thought and feeling, which he commu-
nicates through language. Language, then, is symbolic thought,
symbolic feeling." (1970:99)
Language learning incorporates cognitive, affective, and
motor skills. Children must learn to produce physically the
sounds of the language, must develop linguistic concepts, and
must find sufficient emotional satisfaction in the experience
to repeat the effort. Language is a very personal skill
reflecting not only the psychological self but deep social
and cultural attitudes. Children must have adequate stimula'”
tion, ample opportunity to practice oral skills, and "the
process should be enjoyable." (Seng, 1970:100)
Children learn a language by listening, imitating, and
practicing. (Finocchiaro, 1964) The listening must be in a
meaningful situation. Finocchiaro suggests that the meaning
may come from a familiar song or story, pictures, objects,
gestures, action, and so on. After establishing meaning, the
teacher must model the expression several times before ex-
pecting the children to repeat it. In the third stage, wide
repetition is ensured. First the entire class repeats the
new material "because of the support and security which choral
repetition gives them." (1964:69) After several repetitions
by the class, small groups imitate the teacher, and after
extensive choral repetition, individual children are asked
to repeat. (Finocchiaro, 1964)
Seng (1970) stresses the importance of appropriate
modeling. He points out that making errors does not help a
child, and that the model "gives the children a head start in
developing the motor skills necessary to produce the sounds."
(1970:104) In a bilingual program, the structured material
used for pattern practice is then expanded by the teacher and
applied to other situations during zhe school day. The child
is reinforced instantly for using the correct syntactical
182
patterns, and v/hen he gropes for a word, the teacher supplies
the word and reinforces him for using the pattern. Children
need sufficient time to develop the motor skills of language
and the concepts and feelings which are integral elements of
language. (Seng, 1970)
The effect of pattern practice was reinforced for the
writer several years ago. It had provided a basis for lan-
guage instruction in a transitional class of Spanish~speaking,
slow learning first-graders. After some months of practice
with basic patterns and free applications to all subject areas,
the children were on the playground one day playing a circle
game in which they pretended to be a balloon. They drew to-
gether as they "let the air out" and expanded the circle as
they "blew it up." As they were playing a little boy ex-
claimed, "The circle looks like a flower when it opens and
closes like a butterfly." Pattern practice had not limited
spontaneous language for this child; it had provided the
vehicle through which he could express very individual per-
ceptions.
The aural-oral approach to second language learning
stresses prosodic elements, the metric and rhythmic qualities.
Pronunciation and vocabulary exercises have given way to an
emphasis on the whole melodic pattern of the new language.
Children learn the new rhythms more easily than adults because
their mother tongue has not yet been overlearned. Even a
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slight change in rhythm is sufficient to distort meaning in
some cases. (Berry, 1969)
The importance of syntactic structure in language learn-
ing cannot be overemphasized. Children learn language in
wholes, whole ideas and the sound of them. Even two-year-old
telegraphic speech expresses whole ideas using the parts that
receive the most stress in the adult model. (Brown and Fraser,
1964; Berry, 1969) In pattern practice, children are taught
whole phrases and sentences. They hear the sounds in natural
sequence, rhythm, intonation, and syntactical structures as
they grasp the idea which the sounds transmit. Then they
practice the whole sentence in a natural manner until they
are able to repeat it individually.
Implications for Oral Language Reinforcement
The foregoing brief summaries of language development
and second language teaching offer strong support for using
singing in the teaching of language skills to young children.
The literature often suggests the impossibility of separating
listening and speaking. Explanations of the motor aspects
of speech underline the fact that a child learns to listen
by speaking as much as he learns to speak by listening.
The child who has not mastered the basic elements of
the target language, the melodic elements, needs to have
these specific elements reinforced. The case for using sing-
ing to give a child the needed listening and speaking
184
experience is well supported by the literature. Some teachers
are aware of the aesthetic values of music for young children.
Writers on humanistic education have underscored the impor-
tance of school experiences which meet a child's affective
needs. Berry has clearly traced the psycholinguistic reasons
for using music to reinforce listening-speaking skills.
The practice of rhymes and songs in the target language
is not only a pleasurable variety of pattern drill; it may be
one of the surest ways of programming the characteristic
prosodic elements of a language into the child's ear. Rhyth-
mic accompaniments, particularly those using body instruments,
tend to increase the motor feedback and provide additional
reinforcement. Music teachers have recognized the auditory-
motor relationship intuitively for generations. In both vocal
and instrumental practice the music student is guided by
kinesthetic feedback as much as by sound. A passage must
"feel" right as well as sound right.
The literature on learning disabilities suggests that
a number of learning problems are school induced. Berry's
explanations of language learning suggest that many of the
problems may have been induced by a too early emphasis on
details. She states that the average child learns early to
focus on melodic patterns and peak sequences in the language
he hears because to focus attention on single phonemes would
interfere with comprehension. ( 1969 ) Is it not possible that
by a hasty introduction of sounds in isolation, we have made
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reading more difficult than it need be? Gagne‘S, Furth, Wepman
and Lenneberg suggest tnat this is entirely possible*
Language teachers stress the iiroortance of fluencyi of
developing a high level of language proficiency, before in-
troducing the higher order skills of dealing with graphic
symbols. Finocchiaro states:
It goes without saying that neither reading nor
writing should be introduced
. . . until the chil-
dren have a reasonably firm knowledge of the sounds,
rhythm, and _ intonation of the language, as well as
of some of its basic structures. (1964:67)
V/hen only children of the poor were involved, many edu-
cators took comfort from the explanations of the social sci-
entists. Now that increasing numbers of middle-class children
are straining school facilities, the pressures to change in-
effectual systems may be sufficient to slow down the unnatural
pace set by a technological society.
In teaching language handicapped children. Berry stresses
the importance of a pleasurable and stimulating environment,
pleasing pitch pattern and vibrant voice quality, and high
quality materials—in other words, aesthetic-humanistic ele-
ments for scientific goals. Berry finds that "rhythmic speech
acts as a carrier for syntactic and semantic elements and hence
has a better chance of holding attention than nonrhythmic
speech." (1969:150) This is a scientific version of the
aesthetic arguments of Smith and Moffett. Berry also suggests
that familiarity is a factor in motivation, that children find
it easier to attend v/hen the material contains some familiar
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elements. Her views support the practice of using poems and
songs to develop speech fluency.
Johnson and Myklebust (196?) explain procedures for
the correction of auditory receptive language disorders. In
addition to the value of singing many songs each day for af-
fective and aesthetic stimulation, prescriptive teaching
technicj^ues can employ the aesthetic resources to serve the
specific goals of auditory receptive language teaching. The
follov/ing section is based on the categories and procedures
outlined by Johnson and Myklebust. The following categories
will be discussed; structure, input before output, repeti-
tion, meaning units and simultaneity. These form the base
on which aesthetic reinforcement is built.
Structure . "The auditory environment should be struc-
tured." (Johnson and Myklebust, 196? :S6) Just as the visual
environment of inefficient learners must be structured to
avoid excessive stimuli, so must the auditory environment be
structured. Use of student aides, phonographs, tape recorders,
and earphones can greatly facilitate the structure of the
auditory environment for the entire class so that all are
appropriately occupied.
Many primary teachers use songs and action games to
structure the basic rhythm of the classroom. Just as the
room needs spatial structures, expressed in activity centers
and furniture arrangements, the classroom also needs time
structures. Songs can be used to bring the class together
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for circle time, in an open setting, or to provide a refresh-
ing transition from one subject period to the next in a more
traditional setting. Action games are particularly useful
in a traditional setting where the children spend so much
time on their hard chairs.
Input before output . Since a message must be received
before it can be transmitted, training in comprehension should
precede training in expression. Spontaneous verbal expres-
sion will usually occur with improved comprehension. (Johnson
and Myklebust, 196?) The aim is not merely to teach children
to say the words, although using new words strengthens com-
prehension. Articulation is an auditory-motor activity and
should be used alv/ays in connection with a meaningful refer-
ence. Some children may require a great deal of input before
they are ready to imitate or respond.
The teacher need not try to provide all the auditory
input for the slow child. Very often, a peer tutor can do
the task competently. A verbal child can use a book, game,
or set of prepared cards as prescribed by the teacher to pro-
vide the kind of auditory stimulation the slow child needs.
Even though the teacher will spend some time with each slow
child or slow group each day, the variety of voices promotes
interest and attentivity. Sometimes a withdrawn child will
respond more readily to another child, particularly where
there is a dialect problem. The peer tutor will be more
0£Lsily understood if he speaks the dialect of the slow child
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than the teacher vmo speaks standard English. The teacher
can structure short practice sessions of five to ten minutes
to include as much input as necessary. The peer tutor can
say or sing certain rhymes, for example, any number of times
and is often happy to do so. The peer tutors are usually as
elated as the tutees when a response objective is reached.
When a recording is used, the peer tutor can help handle the
equipment if necessary.
The importance of input before output was also under-
scored by Berry (I969 ), in connection with language disorders,
and by Finocchiaro (1964)> in connection with second language
learning. In both cases, the child must hear the sounds and
sequences a sufficient number of times so that they are fa-
miliar to him. The child v;ho is afraid of making mistakes
will not feel sufficiently confident to speak or sing the
words until he has heard many repetitions.
Repetition . The value of music, in this case, is diffi-
cult to overestimate. Since music offers so many v;ays to
vary repetition, it is a natural teaching aide for oral lan-
guage. Johnson and Myklebust state that children with lan-
guage problems often have serious memory problems so that many
repetitions are required to make v/ords and concepts meaning-
ful. Children who speak a different dialect also need many
repetitions in the target language to establish the new sounds,
sound sequences, and word sequences. Although the cause is
entirely different, some of the same experiences in repetition
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are beneficial. Studies of inner-city children and of deaf
children show hov/ language differences or deficiencies can
limit learning. (Lerner, 1971)
Repetition v;ith small variations is built into many
folk songs. When rhythm and melody are the same throughout,
these give strong support to the internalization of language
patterns. (Berry, 1969) A song can also be broken into sec-
tions in a call and response manner. The teacher, or a more
advanced group, sings a major portion of a verse, and the
slov/er group chimes in for a repeated line or rhyming word.
The teacher should not prejudge what a child v;ill get out of
a song. (Seeger, 194S) Through many repetitive listenings,
a child may make a song his own and blossom forth with a line
at an unexpected moment. Moreover, listening for a cue, as
a child must when he is going to chime in with a word or
phrase at a certain time, is one of the most attentive kinds
of listening. (Moffett, 1968) In these cases, the child is
listening in anticipation of participation and, while he may
not be ready to repeat all the words in the preceding section,
he is listening with keen attention for the moment when he
can respond.
Repetition in a group offers a child security.
(Finocchiaro, 1964) He enjoys the social and emotional bene-
fits of being in a group v;hich is singing, even though his
participation may be minimal. As this participation grows
to where he is clapping through the v/hole song in time to the
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music and finally singing and clapping through the whole song,
his emotional satisfaction is more complete and lasting than
any extrinsic rev/ard could be.
Meaning units and simultaneity
. Children with auditory
receptive language problems have trouble differentiating sounds
and relating them to specific experience. In such cases, the
children must be taught a single word together v/ith the ob-
ject or action it refers to. After meaning has been estab-
lished in this way, the word is put back into the context of
a short phrase or sentence. (Johnson and Myklebust, 1967) It
is crucial that the principle of simultaneity be observed so
that the vrord and the experience are associated correctly.
This point was also made by Gagne under the term, "contiguity."
Words v/hich are part of the child’s immediate experience
should be introduced first. "A multitude of sensory impres-
sions must be received and integrated before comprehension
can occur." (Johnson and Myklebust, 1967:^7) The initial vo-
cabulary should reflect the child’s daily routine, his home
and school environment. No arbitrary list will meet the ex-
periencial needs of the child. Many songs reflect the here
and now. Lenski and Bulla’s Songs of the City deal v/ith hot
dogs, buses, subways, and other familiar words in simple,
rhythmic settings. Some of the songs in the school music
series also reflect the immediate world of the child.
Practice should be on whole v^ords rather than on iso-
lated sounds. (Johnson and Myklebust, 1967; Wepman, I960) As
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the child becomes familiar with the words, he internalizes
the sounds. Gradually, the teacher introduces new settings
for words the child nas learned so he will understand audi-
tory symbols in various contexts. Numerous and varied ex-
periences v/ith a word enrich its meaning. The teacher should
not stop v/ith the teaching of a simple association. (Johnson
and Myklebust, 196?)
At this point, the rich collection of children’s poems
and songs provides an infinite variety of options to the
teacher. Children love to find a familiar word in an unex-
pected setting. Edv;ard Lear’s Book of Nonsense appeals to
children whose language may be quite limited. They appre-
ciate the humor of "A was once an apple pie” since they have
some familiarity v;ith both components and seem to realize
that the words are deliberately silly. Lear’s rhymes are also
very rhythmic. (Nye and Nye, 1970)
Many teachers have also found the Mother Goose rhymes
have a wide appeal to children v;ith limited language. V/hile
the children v^ill not understand every word, neither do middle
class children with normal language development. Meaning,
however, is not the only factor. Children seem to appreciate
the rhythm, rhyme, alliteration, humor, and drama of the
Mother Goose Rhymes whatever their developmental level or
cultural environment. The rhymes contain every phoneme in
the English language and a number of absurd and outrageous
situations. The aesthetic value of these traditional rhymes
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is dil'ficiilt to ov’orostima.t©
• Thoy com© in a, varisty of
musical settings.
Working with folk songs, the teacher selects the songs
which contain words and concepts the children need reinforced.
Seeger (194B) has many suggestions which a classroom teacher
can follow in using the songs with children on different
levels of language development.
The reverse technic is used by Bereiter and Engelmann
in Teaching Disadvantaged Children in the Preschool
. In this
approach, the teacher selects the concept and/or vocabulary
and builds a song around it. The song may be a familiar tune,
as most of them are in this case. Some of the songs are used
as is, others are altered slightly, and some are written for
a specific purpose.
All the songs are selected, adapted, or written to de-
velop a specific language skill: ’’naming objects, translating
statements into actions, classifying, reversing important
statement elements, forming rhymes, counting, handling plurals,
and making up verses.” (Bereiter and Engelmann, 1966:210)
This chapter is a good example of how songs can be adapted for
specific linguistic goals.
These songs, hov/ever, do not constitute an adequate
musical diet for a long period. The setting for which they
were composed was experimental and highly structured.
Bereiter and Engelmann present a point of view which is valu-
able in that it presents one alternative to traditional early
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childhood philosophy and suggests the value of structure.
Each teacher must select the language experiences and
the aesthetic experiences which are most appropriate for the
children and the teaching situation at hand. No one approach
is possible for different populations of children. (Johnson
and Myklebust, 196?) Structure and creativity are not mu-
tually exclusive. V/ithin the protection of appropriate struc-
ture, the teacher needs to be as creative as possible in order
to individualize language teaching.
Seeger (194S) suggests a gradual buildup which is
equally applicable to the perceptually handicapped or lin-
guistically different child. In a discussion on "Tone Play
and Phrase Repetition" Seeger explains that self-conscious
children
will sometimes join in on a single tone when they
v/ould not think of tackling a whole row of them.
This single tone is a thing they can identify and
pin to—somev/hat as, in a street of row-houses all
alike, they might feel comforted to see a flag fly-
ing from their o';(m windov;. (194B:39)
The explanations and recommendations v;hich Seeger offers
for this collection of folk songs apply to folk songs in gen-
eral. Folk songs are sung by people of all ages. They con-
tain rich and colorful language which a child can enjoy at
his own level and gradually appreciate more and more. Seeger
suggests that improvising on the words of the songs brings
them into the child’s immediate world, but recommends that
the traditional words be used too. "Remember that apparently
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meaningless phrases may mean a great deal to the child in
abstract sound experience, besides possessing the value of
extending his hcrizon. •• (Seeger, 194^: 20 ) Seeger discourages
the practice of "cleaning up" folk songs to cut out the violent
references in them. She suggests that singing about violence
is not only natural, but may help a child to deal with his
feelings. Certainly the violence of folk songs and nursery
rhymes is less graphic and less harmful than the cold and
senseless violence of television. Children live in a violent
world. Aesthetic experiences can help them to develop the
humanistic qualities to keep their sense of balance.
Singing to Reinforce Speech Rhythms
The structure of music makes it a most flexible resource.
Music has enough variety to meet the needs of the most limited
child or teacher and the most gifted child or teacher.
Singing, for slow learners, should begin with minimal
participation. In the beginning, the teacher does the sing-
ing. The children listen for as long as it takes for them to
feel like chiming in. (Nye and Nye, 1957 ; Alvin, 1965 ) Dur-
ing the listening, the teacher* s face should be visible to
the children so they can watch her lips and identify with her
expression and gestures. (Dobbs, 1970 ) If the teacher is
hidden behind a piano or struggling with the accompaniment,
a whole set of important communication cues will be lacking.
(Dobbs and Firth, 1969 ; Dobbs, 1970 ).
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V/hile the teacher is singing a nev; song, the children
participate through a variety of rhythmic motions. (Nye and
> 1970 ) xhis has important implications for language
learning. First, participation insures attentive listening.
Second, children are feeling the rhythm which supports the
words and melody and getting kinesthetic feedback. Third,
listening for cues so as to move at the right time is much
more keen than passive listening.
Another way of building up gradually, is by breaking
down the task into small components. Children who are not
ready to sing a whole song or even a line, v/ill respond to
one note, or a short echo exercise. (Seeger, 1948; Dobbs and
Firth, 1969) In the first instance, the child listens for
his cue, usually with a group, and sings the word which com-
pletes the idea. This is the same kind of listening exercise
as when a child completes a spoken line by supplying the word
which fits the context. It requires very attentive listening.
In the echo song, which may be used for calling the roll,
greetings, lining up, and so on, the child simply repeats
what the teacher has sung. In the case of singing short re-
sponses, the listening ear must work a little harder in order
to pitch the responses correctly. Singing requires somewhat
more concentration, as well as more breath, than speaking.
Songs can be designed to fit the linguistic needs of
the child. This can be done at any musical level and any
linguistic level. It is limited only by the teacher s
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imagination. The teacher can sing a short phrase which con—
the sound. j sequence j or structure the children need to
practice, k. classroom teacher can oTten work out such exer-
cises v/ith a music specialist as the language program pro-
gresses.
Repetition meets the musical as well as the linguistic
needs of the slow learner. Familiarity is a very important
element to small children; given a choice of songs they will
usually choose an old favorite rather than a newly learned
song. (Dobbs and Firth, 1969) Repetition familiarizes slow
learners with the syntactical patterns, gives them a chance
to overlearn them, that is, to learn them until they are
aurally automatized . This sets a firm input foundation for
the output which follows. Alvin and Dobbs stress the impor-
tance of giving slow learners ample time for repeated listen-
ings. Dobbs and Firth and Nye and Nye stress the importance
of this practice for young children in general.
Singing with records was generally discouraged in all
the literature and included only as a last resort. If the
classroom teacher can sing in tune at all, the use of records
for leading songs is not advisable. Language retarded chil-
dren, whether bilingual, hard-of-hearing, slow learning, or
otherwise involved, need to see the face of the teacher in
order to learn the words of the song. (Alvin, 1965; Dobbs,
1970)
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Records rarely hold the attention of young children as
well as their teachers can. If records are used, the quality
of production must be very high and the selections used must
be very short. Forty seconds is about all a small child can
listen attentively and later this time can be extended to one
minute or a little more. (Dobbs and Firth, 1969) The teacher
must observe the children for signs of restlessness and inat-
tention and act accordingly. The practice of putting a long-
playing record on the phonograph for children to listen to
and then doing clerical chores at the desk is not only de-
plorable; it actually teaches children not to listen. In
such cases, it would be better to assign children a quiet
task to which they could give full attention.
V/hen using records to lead singing, the teacher struc-
tures the situation carefully. It is necessary to be familiar
with the record beforehand in order to know when to lift the
needle. The text may have to be taught separately. A small
group of children can help lead the song by standing near
the phonograph and singing to the class. (Nye and Nye, 1970)
Finocchiaro (1964) suggests playing the song several
times while children listen to the record. Then the children
can hum along or sing "La-la-la" as they listen to it. "Help
them say a line at a time until they know several lines, and
then help them sing the words with the music." (Finocchiaro,
1964:62)
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After children are familiar with a song, whether they
learned it directly from the teacher or through a recording,
they can er.joy additional listening experiences by accompany-
ing the song v/ith simple rhythm instruments. All of the
school music series and many of the textbooks on the bibli-
ography contain directions and suggestions for simple rhythmic
accompaniments. The teacher can structure these experiences
so that the rhythms accent the linguistic elements being
taught. VJhile the natural accent usually falls on a rhyme,
other elements can be accented by adding instruments, reduc-
ing the instrumentation, singing the key phrase without
rhythmic accompaniment and so on. Most classroom teachers
with little musical experience can be taught these technics
in a short workshop.
Custom-made Materials
Elementary teachers who are av;are of the linguistic
needs of their children, often write poems and songs with the
linguistic elements which a particular group needs. One de-
lightful example comes from Josephine Valencia of San Antonio,
Texas. The songs and rhymes are full of the Latin rhythms so
dear to the Spanish-speaking children she v/as working with and
thus very appealing to children all over.
Valencia isolated five pairs of troublesome sounds.
These sounds are not only difficult for Spanish-speaking
children to articulate; they are difficult for them to
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discriminate. Berry (1969) explains that auditory discrimina-
tion and articulation are tv/o sides of the same coin. The
pairs of s<^unds which Valencia selected were: sh and ch,
s and z, ^—voiced and unvoiced; b and y, short e and short
i. Valencia v/orked out a set of rhymes, songs, and rhythmic
activities to support aural-oral practice of English as a
second language. She suggests they be used as reinforcement
activities throughout the day "in the classroom, on the play-
ground, during rest periods, and v/herever an opportunity may
present itself." (1966:1) The rhymes are very rhythmic and
reflect the light touch of Latin romance and humor. V/hile
working out exercises in auditory discrimination and articu-
lation, Valencia met the aesthetic and cultural requirements
aptly. Some of these songs will be found in Appendix C.
The teacher v/ho cannot compose songs or parodies to
order can still draw from a variety of sources for the linguis-
tic materials on v;hich to base pattern drill and aesthetic
reinforcement. One source is not enough to meet a variety of
needs in the classroom. Many teachers depend too heavily on
the basal reader.
In classrooms where the basal reader is still required,
the teacher can use it as a source of vocabulary, sentence
patterns, speech sounds, and concepts. Looking ahead several
months to when the child may be ready to read the material,
the teacher can select speech sounds the child will need to
discriminate and articulate. She then searches througn the
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song nmtorial in books nnd on noconds to find songs with
these sounds. The music specialist can aid in this search.
A list of sources will be found in Appendix A-
Sources of song and poetry to reinforce the discrimina-
tion and articulation of speech sounds are plentiful. This
is the easiest level to work on. The next easiest level is
vocabulary. Many songs and poems are suggested in the basal
reader manual under the heading: Enrichment
. This is unfor-
tunate since many harried teachers never get around to en-
richment. They seem to think it is an optional area, if they
think it important at all.
Humanistic aesthetic theory underscores the importance
of using the songs and poems which develop language skills.
At the very least, the teacher can use the "enrichment" ma-
terial in the basal manual. As the teacher researches avail-
able sources for material to extend what is in the basal
manual, the sources themselves v/ill suggest many directions
for expansion. This material will also take care of indi-
vidual differences at the other end of the scale, those of
the bright children who are often so bored with a typical
basal reader presentation.
Research at the pattern level will take more time. The
teacher needs to select the most comr.ion sentence patterns ana
find poems and songs which reinforce these patterns. Most
speech is based on a small number of sentence patterns. Four
of the most common patterns, plus substitution and transformation,
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constitute most of the sentences v;e communicate with. The
patterns are: noun-verb; noun-verb-noun; noun-linking verb-
adjective; and noun-linking verb-noun. The goal is not to
learn rules but to cultivate a feeling for sentences. (Botel,
1967)
Exploration of Sounds
One strategy v;hich appeared in all of the different
branches of education was the exploration of sounds. For
example, Monroe (1951) deals with this area at length in con-
nection with reading readiness, and Lerner (1971) developed
the idea in connection v/ith learning disabilities. All the
books on listening such as: Russell and Russell, 1959; Van
Witsen, 1967; Zigmond and Cicci, 1968; and Lundsteen, 1971,
have a number of exercises v/hich help children explore sounds,
gradually working up from the most basic levels of detection
and discrimination to high levels of recognition and compre-
hension. Most of these are in some kind of game format.
All these exercises point to the exploration of sound
within an aesthetic context. Sheehy (1968) and Aranoff (1969)
are two of the music educators who have developed the explora-
tion of sounds with young children to a high aesthetic level
while keeping the activities within the context of early
childhood experience. Nye and Nye (1970) also include a num-
ber of such experiences for young children.
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Many of these activities can be directed by the class-
room teacher. Others can be developed with the help of the
music spec.alist . There are no arbitrary guidelines. The
variation among teachers is so great that in some instances
a classroom teacher may have a stronger musical background
than the available music teacher.
Tv/o relatively recent developments in music education
speak to the exploration of sound. These are the Orff meth-
od and the Manhattanville method. V/ithin these methods are
many strategies v;hich can be used by the classroom teacher to
help young children explore sounds. The Orff method includes
many strategies which classroom teachers can use with little
training. Children learn to accompany singing and rhythmic
speech with body motions which reinforce the rhythm. The
Orff method is used extensively in Connecticut in the teach-
ing of retarded children. The Manhattanville method is even
more accessible to the classroom teacher because it requires
no singing. In this method, children explore sounds in a
loosely structured program by experimenting ’with common materi-
als such as paper, wood, metal, rubber, plastic, and so on.
The Manhattanville method is not directly related to language,
as is the Orff method, but its process generates a good deal
of discussion on the nature of sounds and makes an excellent
vehicle for informal discussion of concepts relating to audi-
tory stimulation of many kinds. Both methods show teachers
how to develop the exploration of sounds from a simple sensory
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experience to the unpredictable but emotionally satisfying
levels of aesthetic experience.
Summary
The foundations for the development of auditory skills
are well developed in the literature on language development
and learning disabilities. Teachers who wish to explore the
rationale have a wealth of material on every aspect. Teachers
need to use more direct sensory experience, more emotionally
satisfying sensory experience, in short, more aesthetic
experiences.
Music educators have been exploring this aspect of audi-
tory skill development for generations. The literature on
music education contains much valuable material. It seems to
build directly on the work of such pioneers in education as
Montessori.
Many general educators and psychologists have little ex-
perience in music education. Music teachers usually have had
little experience in learning disabilities or compensatory
education. However, the work of music therapists and the
v/ork of special music teachers such as those who work with the
deaf and retarded has laid a good foundation for interdisci-
plinary efforts. A fev; music teachers are concerned with the
general problem of how specialists from different disciplines
can team their efforts to help children v/ith learning problems.
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The time seems ripe for interdisciplinary efforts
which bring specialists to the classroom rather than taking
the child out of it. The child v/ith problems needs the
security of his own room and regular teacher as well as
particular kinds of expertise. It is better for him if the
specialists get together than if they all pull him in dif-
ferent directions.
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CHAPTER V
CONCLUSIONS AND RECOMvIENDATIONS
Experts agree that the primary classroom teacher needs
more help with the learning deficits of young children. The
most neglected deficits are in the area of auditory skills.
Although answers abound in the literature of the several dis-
ciplines concerned with auditory skills, they need to be con-
sidered from an interdisciplinary viewpoint which will be
useful to the primary classroom teacher.
The literature on learning problems is highly contro-
versial. Even the views of reading specialists disagree.
For the most part, reading specialists are primarily concerned
with content while specialists in learning disabilities are
primarily concerned with underlying processes. (Lerner, 1973)
Those who reflect the linguistic view are concerned with
language behavior, its influences and origins. The missing
link in most of the literature appears to be the development
of auditory skills.
Contemporary specialists in several fields have de-
scribed the development of auditory skills. While much of
this literature concerns children with serious auditory prob-
lems, the principles and strategies are often applicable to
children with milder problems. With the assistance of avail-
able specialists, the primary classroom teacher can analyze
206
the problems of most young children in a public school set-
ting and utilize the available resources.
Unlike literature on readingi the literature on learn-
.ing disabilities recognizes no grade-level standards. The
emphasis is in the opposite direction—toward a high degree
of individualization. (Lerner, 1973) This philosophy is
consistent with that of reading specialists who feel that
grade-level norms are artificial, serve no instructional
purpose, and are mainly an administrative convenience. It
is interesting to note, in this connection, that while basal
readers control vocabulary, they do not control syntactical
patterns systematically, and the order in which speech sounds
are introduced varies from one basal to another.
This is, perhaps, the most difficult adjustment the
classroom teacher and reading specialist will have to make
in the seventies. The newer fields, such as learning disa-
bilities and linguistics, and the new trend toward individu-
alization of reading, recognize that children develop in
wholes, rather than in parts, and at individual rates. The
child learns through all his sense modalities—auditory,
visual, motor—at the same time. He learns language through
listening, speaking, and experience on four linguistic levels
simultaneously, that is, he learns words, meanings, sounds,
and structure all at once with each language experience.
These elements can be separated for study but they are not
separated in the developmental process. As the child begins
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to understand and use the speech sounds he hears, he uses
increasingly complex and sophisticated language, but it ap-
pears in complete and meaningful utterances at each stage of
development
.
The stages of expressive language behavior show what
has been internalized from the wide stimulation of the
child’s auditory environment. At each stage, the child
seems to select and utilize what he is ready for. Compre-
hension precedes expression by some months. (Lenneberg, 1967;
Berry, 1969) Thus an infant of nine months may understand
a few key words but may not use them until twelve to fifteen
months. Around the age of eighteen months, vocabulary begins
to increase rapidly. Usually, by the age of two years, the
child is putting together two-word sentences based on the
stressed words he hears, the most important words in adult
sentences. (Berry, 1969) Between the ages of two-and-a-half
and three years, the child progresses from imitating segments
of adult speech to experimenting on his own. This appears
to be a critical period. Berry states: "If a youngster con-
tinues the use of single words into his third year and fails
to make even a trial run of a single syntactic form, the pre-
diction of normal language development is poor." (1969:173)
By the age of three, the child is expected to use a
vocabulary of about 1,000 words. About BO per cent of his
speech is intelligible even to strangers. By four years, his
language is usually well“*established. (Lenneberg, 1967)
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Thsse expectancies in the language behavior of young
children largely determine the way a child is perceived by
teachers and other adults. Anastasiow (1971) and others
point out that it is extremely difficult to determine v;hether
a child's inadequate language is due to dialectal influences,
mental retardation, delayed language development, emotional
problems, or auditory problems.
Children who suffer from auditory problems generally
manifest inadequate language. Speaking reflects listening.
Input is proven by output, by response in some observable
form: either by speech, writing, or actions which show under-
standing of the auditory input.
The child with normal hearing and experience masters
the sounds and syntactical patterns of his language by school
age. He knows the meanings of thousands of words. He has a
useful tool for learning which he uses unconsciously and is
able to adapt to a variety of demands. The linguistically
proficient child can manipulate his language to utter thoughts
he never had before.
The child who has not developed this proficiency may
not hear certain language sounds, may not understand a num-
ber of fundamental words, may not have internalized basic
sentence structures, may be able to imitate but not under-
stand what he hears, may have learned a form of expression
which differs significantly from that of the school, or may
suffer from any combination of the aoove problems. Clearly,
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this child is not ready for reading and phonics. Before he
is ready to analyze the sounds in words and translate the
auditory symbols of his world into visual symbols, he must
go back and build a sound linguistic structure.
The building of this structure in a normal child takes
about four years. Most children manage to build it between
the ages of approximately two and six, and of course the>
continue to add to it and refine it into adult life. The
child who does not build an adequate linguistic foundation
for learning must have special help to build it at a faster
rate if he is going to catch up to school demands (preferably
by the age of eight or nine). In order to accomplish this
accelerated buildup, the methods and materials need to be as
attractive and emotionally satisfying as possible. For this
reason, the contributions of music education have been included.
Since there is a firm linguistic base for the use of
music, there being several fundamental elements common to
both forms of expression, the teacher has a rich source of
methods and materials for developing auditory skills in the
music education literature. Thanks to advances in this field,
it is no longer necessary for a regular classroom teacher to
go through traditional rituals of learning to read notation
and play the piano. New methods bypass tradition and get to
aesthetic experience directly. The work of music therapists
and teachers of the deaf who use music to develop speech has
recently paved the way. Newer methods, such as the Orff
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approach through speech rhythms and the Manhattanville ap-
proach through exploration of sounds with common materials,
can be employed by the average primary classroom teacher with
little or no musical training. In addition, a wide variety
of records and cassettes makes it possible for the teacher
to learn songs by rote instead of having to be able to play
them on the piano or read traditional notation. These skills
can provide additional experiences, of course, but a lack of
them need no longer deprive children of musical reinforcement
of listening skills. The rhythmic element in music rein-
forces speech rhythms and helps children to internalize or
automatize the speech patterns on which language is based.
Ausubel*s concept of the cognitive structure forms a
practical theoretical base for the concept of a child’s in-
dividual language structure. In a sense, a child lives his
life in the cognitive structure which he builds largely
through language experience. The door to this cognitive
structure is auditory input. Studies of deaf children show
how dependent learning is on auditory input. As the child
listens to the language in his environment, he gradually
builds his own unique cognitive structure. The framework of
the house, the floor, walls, and roof, may be likened to the
syntactical patterns on which language is based; the words
may be likened to furniture; the sounds to the detailed
lines, features, and colors of the furniture. Meaning de-
pends on syntax, words, and sounds.
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No one strategy evolved out of the literature. The
experience of each individual, teacher or child, is unique.
Thus, each cognitive structure is different. Even when such
specific measures as word~count are employed, there is no
standardization of vocabulary. If two "typical” middle-class
children have vocabularies of 5,000 words each, they will
not be the same words. Strengthening and development of the
child’s cognitive structure is the result of the interaction
between the experience of the teacher and that of the child.
It is also affected by the unique language-cognitive experi-
ence of other children in the class. The interdisciplinary
view suggests that a wide background of resources, plus train-
ing in a few proven methods, is all that a creative teacher
need be given. The literature also suggests that creative
teaching is required for the building of auditory skills.
The linguistically proficient child has internalized
or automatized the features of his language so well that he
can understand "a potentially infinite number of novel yet
appropriate utterances" and can also "combine and recombine
its elements indefinitely." (Moores, 1972:159-160) The sub-
tasks which a child masters in this process are substantially
as follows;
Environmental Orientation ;
To detect sound and silence in different contexts
To recognize common environmental sounds, speech
sounds, and musical sounds
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To localize sounds
To discriminate relevant from irrelevant sounds
such as one voice out of a roomful of voices or’
speech sounds against a background of environmental
sounds figure-ground orientation)
Organization and Attention
To organize sounds in sequence: ideas, sentences
and phrases, words, phonemes. Also necessary for
processing of mathematical, musical, and other kinds
of input
.
To attend to auditory input of increasing length
and complexity. Comparable to visual focus but
more difficult since the visual stimulus may remain
fixed but auditory stimuli are temporal.
To sustain attention long enough to internalize the
meaning of a sentence, longer utterance, or discussion
—
to retain the main idea.
To retain the actual words in a sentence or line of
poetry—recall, reauditorize.
Auditory Discrimination
To discriminate different qualities or timbres in
sound. Requisite to appreciation of meaning in
speech, to development of musicality, to certain
kinds of mechanical expertise.
To discriminate rate (speed or tempo) in sounds.
Rate is one of the distinguishing characteristics
in different languages and dialects and an important
element in music. It is also a factor in such diverse
fields as medicine and mechanics.
To discriminate general differences in pitch, such
as the differences between male and female adult
voices, wide pitch contrasts in musical stimuli
To make fine discriminations in pitch such as inflec-
tions within a word or a half-step difference in
music.
To recognize patterns in sound: repeated patterns,
variations, contrasts. Necessary to the acquisition
of language as well as to the enjoyment of music.
^
Auditory sequentialization is found in the rhythmic
pattern of a word.
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To make fine discriminations in the shape of speech
sounds, such as the difference between voiced and
unvoiced tn or the initial sounds of wear and where.
A type of figure-ground discrimination since the
sequence of sounds in a word are heard first as a
whole stimulus and later, through analysis, are
heard separately.
Intersensory Integration
To repeat or respond appropriately to what has been
heard
To associate auditory, visual, and kinesthetic infor-
mation, first in simple actions, later for use in
games, movement education, dance, classroom routines,
and skills such as writing or driving.
To synthesize varied auditory information as when
listening to a musical or dramatic presentation.
To associate visual and auditory information as in
learning the word for an object, learning that a
picture and spoken word refer to the same thing,
learning that a spoken word and printed v/ord mean the
same thing.
Comprehension
To appreciate meaning of speech sounds: ideas, sen-
tences, phrases, words; associate a word or phrase
with an object, event, or experience; appreciate
meaning of other sounds.
To discriminate meanings: between familiar and
unfamiliar words, between familiar and unfamiliar
uses of the same word, to appreciate familiar mean-
ings in other settings (dialects), to appreciate
variations and contrasts in spoken language. The
same kinds of appreciation apply to musical stimuli.
To associate a feeling with the word or phrase alone
in the absence of its associated object, event, or
experience
To be aware of the functions of word classes, i.e.,
verbs, nouns, modifiers, and so on
To internalize words and sentences automatically so
as to be able to focus on the main idea
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To understand relationships in a sequence of direc-tions, events, or other spoken information
To be able to recall details in proper relationships
To interpret and apply what has been heard
To listen critically and creatively.
Sources of strategies for developing these skills may
be found in Appendix A.
Implications for Testing
Controversies on language testing suggest that the
state of the art is very unsettled. V/hile a number of tests
for the auditory aspect of oral language are available, they
test different aspects of auditory experience and vary con-
siderably in strength. Some aspects, such as phonology and
vocabulary, are easier to test than other aspects. Moreover,
standardized tests have usually been normed on a white,
middle-class population and are not as helpful when applied
to the child who has been listening to a different dialect
all his life. Not only the words and pronunciations are
different, but the implications, inflections, syntax, and
concepts will vary to some degree. The child with receptive
language problems often suffers from deficits in several
areas which complicates the whole testing picture.
Tests are more helpful for the seriously handicapped
child than for the mildly involved. If a teacher suspects
that a child is hard-of-hearing, he can be referred to an
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audiologist or an otologist for testing. Acuity is the
easiest aspect to test. In some areas, all children are
given a routine audiometric test before entering school.
If a child* s tests so indicate, he can be given a variety
of additional tests at a speech and hearing clinic located
at the nearest hospital or university which has such facili-
ties. These tests indicate whether a child can be taught in
a regular public school classroom, whether he needs supple-
mentary clinical teaching, or whether he needs other special
provisions.
For the child with normal acuity but other kinds of
auditory problems, the procedure is not so clear-cut. The
middle-class child in a standard English environment is
easier to observe. If an experienced teacher notices speech
behavior which is markedly different from that of most of
the children, this suggests the child may have auditory,
cognitive, or emotional problems and early identification is
helpful. Several writers have pointed out the interrelation-
ships between emotional problems and oral language and be-
tween cognition and oral language. The child in a low
economic neighborhood is more difficult to identify. Many
of these children have been tested and classified too early.
It is a coLimon mistake to assume that children who suffer
from linguistic problems because they have not been exposed
to a language have the same problems as children who are per-
ceptually handicapped or mentally deficient.
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If all children are given a routine test for auditory-
acuity before entering school, then the next level for most
children appears to be exposure and experience. During this
stage the child should be offered maximal opportunities to
hear and use language in a wide variety of attractive forms.
He should be taught basic sentence patterns along with the
vocabulary and concepts which are familiar to children in
his city or region, should hear many stories, poems, and
songs, should repeat poems and songs, should enjoy many oppor-
tunities for play that involve language.
During the process of exposure and experience, the
teacher should make frequent informal inventories with the
help of a tape recorder. These tapes can be made in any set-
ting, formal or informal, with individual children or groups.
They can be made on discussions of any subject, on prepara-
tion or follov7-ups for field trips, during the construction
of experience charts, during pattern practice, and so on.
As the teacher listens to the tapes, there is ample
time to assess the progress of each child in the development
of speech sounds, vocabulary, syntax, levels of meaning, and
so on. The teacher can enlist the assistance of available
specialists when this is necessary or desirable. During the
process of analyzing the tapes, children who are having more
than average difficulty can be detected and given more spe-
cific kinds of testing. This informal inventory is a sort
of first-stage test, beyond the acuity level, and paves the
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way for further testing. For most children, the informal in-
ventory is probably sufficient. As more serious problems
are discovered, they should be referred for more specific
tests. A helpful discussion of available tests may be found
in. Principles of Childhood Language Disabilities ( Irwin and
Marge, 1972). Recent tests which are not included in this
discussion include the following:
The Qtt Test of Oral Language: English and Spanish was
designed particularly to meet the needs of bilingual children.
It consists of three parts; Part I: Phonemic Analysis, Part
II: Fluency (English) and Part II: Fluidez (Spanish). The
phonemic analysis shows the sounds of the English language
v/hich have or have not become internalized. Part II shows
fluency but grammar is not scored.
Ott ( 1967 ) describes fluency as;
the ability to describe accurately familiar objects
and events in the daily environment, to express ideas
and to express personal feelings so that the intended
meaning is conveyed. In addition to clarity of ex-
pression through breadth and depth of vocabulary,
fluency is also indicated by length of uninterrupted
response, accuracy of articulation, complexity of
syntax, and length of sentence. (1967:114)
In this case, the bilingual child has an opportunity
to demonstrate fluency in his mother tongue as well as in the
target language. Thus the relation between cognition and
oral language level is further clarified. There is less
chance of labeling a child mentally deficient after he has
had an opportunity to demonstrate a level of fluency in his
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first language. Apparently the decision to test in Spanish
is left to the examiner. The test is available from the South-
west Educational Development Laboratory.
Bellugi-Klima suggests a set of informal comprehension
tests for syntactic constructions which progress in order of
difficulty. Apparently they are not published but are de-
scribed in detail in Chapter 7 of Lavatelli*s Language Train-
ing in Early Childhood Education
. These comprehension tests
do not depend on oral response. The child is presented with
a number of concrete props: dolls with flexible limbs, toy
animals, blocks, washcloth, spoon or fork, etc. The stimulus
is given in pairs of sentences so constructed that the child
needs to understand the auditory input in order to perform
the appropriate action. For example:
The boy feeds the girl.
The girl feeds the boy.
Give me the clips.
Give me the clip.
The doll can’t put his arms down.
The doll can put his arras down.
What does she wear?
What doesn’t she wear? (1971:161-164)
Two other recent tests are the Brengelraan-Manning Lin-
guistic Capacity Index (available from the Southwest Educa-
tional Development Laboratory) and the Carrow Auditory Test
for Language Comprehension. Publisher’s addresses will be
listed in Appendix D.
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In all comprehension tests, intelligence is a factor.
The relationship between experience, exposure to a language,
and the internal response equipment of the child cannot be
separated, even for laboratory purposes.
Psychologists, linguists, and other specialists have
been debating this relationship for many years. The deep
questions it engenders may not be solved for a long time.
Children with language problems, however, need not wait for
these solutions. Teachers have ample resources at hand for
exposing children to v/hatever language they can respond to
at present and for providing experiences which promote the
use of language to the full extent of present capabilities.
From a practical standpoint, teachers must work within
the framework of school policies and resources. The findings
of this investigation can be utilized in any school setting.
If the teacher is convinced of the necessity for the scien-
tific-aesthetic rationale, she can utilize whatever means
are at hand to help the child master the standard sentence
patterns, extend infomal uses of language, and reinforce
his language experiences by aesthetic methods and materials.
Even a teacher in a traditional situation can begin with the
basal reader, considering it a source of sentence patterns,
vocabulary, and speech sounds. These patterns can form the
base for oral language lessons, formal and informal, including
the repetition of syntactical patterns to the point of mas-
tery. Aural-oral principles of language learning can be
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applied to almost any material. At the same time, the
teacher can utilize whatever additional resources the school
may have in the way of music books, volumes of poetry, and
appropriate stories. Many city teachers also have access to
a large public library or campus library. Resource materials
will be found in the appendixes.
Whether a teacher has the help of testing or not, it
is imporoant to follow the principles of diagnostic teaching.
Traditional teaching v/hich relies heavily on a preconceived
method is inappropriate for the acceleration of language de-
velopment. Diagnostic teaching is constantly guided by the
results of informal inventories, with or without more spe-
cific testing, and asks such questions as the following:
1. Is the child actively involved in the learning
process?
2. Is he responding successfully?
3. Does he appear to be working up to capacity, yet
free of undue tension?
4. Is he en.loying the activity, participating volun-
tarily to some degree, repeating the activity in
some form when he has an opportunity?
5. Are there steps in this process which he could
skip, without loss of skill development?
6. Should additional steps, subtasks, be added to
the program of this particular child to ease
his efforts?
This list is merely suggestive; it is by no means ex-
haustive. Diagnostic teaching involves much observation and
sensitivity on the part of the teacher. It makes use of such
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objective measures as are available but also uses what Eisner
(1969) calls "expressive objectives." Unlike instructional
objectives, an expressive objective describes an opportunity
to explore a situation, problem, or task, but it does not
specify precisely what children are to learn. It is an em-
phasis on process, rather than product, and yet promotes and
nurtures development along certain lines. Since language is
a skill, a form of expression, it seems that relatively
flexible forms of evaluation might be more appropriate and
more helpful than rigid laboratory procedures.
Implications for Teacher Education
Teacher education in the United States seems to be
moving in two directions simultaneously. Some institutions
are moving in a scientific direction, toward closer associa-
tions with behavioristic psychology. In such a framework,
behavioral objectives sometimes become so tight that the
teacher has little room for initiative or imagination. The
extremists in this camp seem to believe that the teacher can
often be replaced by a machine.
The institutions which are dedicated to the humanistic-
aesthetic view of education also have their extremists. In
some colleges, traditional requirements are not merely modi- '
fied but discarded entirely. Student teachers are sent into
local schools without a basic background in child development,
learning theory, linguistics, reading methods, or other
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6SS6ntia.ls« Whils they do ha,v6 tho option of a. nuinbor of
courses in human relations, and some of these are beneficial,
the courses in affective education do not take the place of
cognitive fundamentals. The situation is comparable to what
we would have if we were to send beginning pediatricians out
with a highly developed sense of humanity, but no basic un-
derstanding of anatomy, childhood ailments, or current
theories regarding treatment.
The literature in this interdisciplinary investigation
clearly suggests the need for balance. Much valuable headway
has been made by both the scientific and the humanistic-
aesthetic groups. However, extremists in the latter group
are pushing a number of concerned parents and teachers in the
opposite direction.
For example, extremists in the humanistic camp are say-
ing that children who speak a non-standard dialect should be
taught to read in that dialect. Even uneducated parents know
this does not make sense in the real world. They want their
children to be taught survival skills, to be taught to read
standard English as soon as possible. Balance, here, is the
key. Children can be taught to understand standard English
through exposure to many stories, poems, and songs, by lis-
tening to standard English spoken by teachers and classmates,
at the same time that they are still speaking in their native
dialect. The teacher with adequate background in psychology
and linguistics will understand the importance of accepting
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the child's dialect and understanding it and not trying to
change it directly. At the same time, this teacher will
know why it is not necessary to imitate the child, to attempt
to speak his dialect. The teacher with adequate scientific
background has the knowledge about language development and
learning theory to draw from in determining appropriate
methods and materials. The teacher's humanistic-aesthetic
background supplies the empathy and compassion with which to
listen to the child and the creativity and flexibility with
which to design the most appropriate teaching strategies,
whether the child's problems seem to be cognitive, social,
or linguistic.
Teacher education in the seventies must improve the
listening skills of the teacher on two levels: the physical
and the psycho-social. Wilt (1949) is quoted so often on
these skills, or rather the lack of them, because so little
else has been done in the field. Studies of reading are le-
gion; studies of listening are rare. Wilt found that teach-
ers were unaware of the amount of time their children spent
listening, unaware of the quality of that activity, and unaware
of the significant voices in school neighborhoods.
This realization on the part of Wilt was way ahead of
her time. It dovetails with the work of humanistic writers
in the sixties such as Silberman, Holt, Kozol, Weinstein and
Fantini, and others who show so graphically how teachers are
bound by middle—class perceptions into a very narrow
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perceptual framework. Wilt*s findings also dovetail with
the work of modern writers on linguistic problems such as
Stewart, Dillard, and Baratz. These writers have shown how
imperative it is for teachers on all levels, and particularly
on the primary levels, to learn how to listen in different
languages and dialects. It is not necessary for them to
speak different dialects, only to understand them.
The materials for a new level of teacher preparation
are at hand. The pioneer work of Nichols and Stevens (1957)
at the University of Minnesota has proven conclusively that
listening skills can be trained at the college level. From
the literature studied in the course of this investigation,
it is clear that teachers at the preservice and inservice
levels can be trained to listen more extensively, more effec-
tively, and more accurately.
The divergence of present American school populations
demands more effective listening skills on the part of all
teachers. Not only the linguistic divergence of populations
from different economic and cultural backgrounds, but the
divergence of teaching styles demands this. V/hen the teacher
had a fairly homogeneous group of thirty children or so in a
traditional classroom, it took relatively little skill to
listen to them read or recite, one at a time, with the whole
class listening. With the advent of three reading groups,
the teacher had to learn to listen to the group she was
working with and to be more or less subconsciously aware of
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the sounds of the other two groups in the room. When the
class is divided into several project groups, the teacher
must be even more skillful. Many teachers who have not
attained this level of listening skill must constantly ad-
monish the children to be quiet—at a great loss of learning
through normal interaction.
The recent movement of American schools into the open
classroom styles which took hold in England are demanding an
even higher level of listening skills on the part of teach-
ers. They must have a well-developed level of figure-ground
discrimination in order to be simultaneously aware of the
auditory input of the child or group they are helping at the
moment and aware, to a lesser degree, of what is going on at
the same time all over the room. Their tolerance for audi-
tory input must be greater, as shown by the questions of
typical traditional teachers. In such rooms, teachers must
be able to shift their attention from one kind or level of
auditory input to another readily, making constant decisions
about where their attention is needed most.
The implications for teacher education are clear:
1. Teachers need to be fully informed in the areas of
child development, learning theory, and language
development. They need to be familiar v/ith audi-
tory skills, pattern practice, language analysis,
observation technics, means of eliciting and ex-
tending oral language, presentation of stories
and poetry, reinforcement of language by singing
and dramatizing.
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2. The listening skills of teachers must be trained
systematically sc that they can absorb and internal-ize much more of the auditory input of the class-
room than do most teachers in present schools*
3. JJeep listening must be taught so that teachers can
go into a neighborhood and really understand what
parents and other significant adults are trying
to tell them—the message behind the words.
4» Teachers need to be trained to understand a variety
of English dialects so that they can understand any
child or parent who comes to their classrooms.
5. Teachers who wish to work with bilingual children
should be fully proficient in both languages.
6. Preservice education should develop sufficient
aesthetic awareness to enable a teacher to under-
stand the human implications of any subject and
to develop its aesthetic dimensions. Traditional
courses in art and music rarely develop this breadth
of understanding.
Implications for Research
The literature in the various related disciplines sug-
gests a variety of valuable studies. First, it might be help-
ful to compare two large groups of five-year-olds. The
experimental group should be given the kind of oral language
program described in this paper: a combination of informal
exposure and structured pattern practice, aesthetically rein-
forced. The control group should be taught in whatever tra-
ditional program has been established in their school system.
The two groups should then be compared on language develop-
ment each year until at least the age of eight or nine on the
basis of their performance on standardized tests. These tests
should include tests for discrimination of speech sounds.
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vocabulary, fluency, and comprehension. At appropriate
stages, the two groups can also be assessed by the use of
readiness tests, reading tests, and intelligence tests. If
listening skills do largely determine the levels of language
proficiency and reading achievement, the experimental group
should show significantly greater progress at each stage of
development
.
It might also be helpful to compare the two groups as
to behavior patterns. In some behavioral modification pro-
grams, children are assessed in terras of the number of in-
stances of asocial behavior or misbehavior in a given period.
A list of common adverse behaviors is patterned after obser-
vation of a given population and observers report the behav-
ior of each child by checking only the behaviors on the list.
Thus, children with the lowest numbers of such instances
would have the best scores. The literature by Combs and
other writers on third force psychology suggests a close re-
lationship between self-concept and behavior. Many teachers
believe self-concept has strong affective and cognitive ef-
fects. It would be interesting to measure the effect on
attitude and behavior of a program which emphasizes coopera-
tion and individuality rather than competition and conformity.
Another area which might lend itself to measurement is
the effect of an accelerated listening program in the lower
grades on the voluntary activities of these children in later
years. If exposure to an emphasis on auditory skills has
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been effective, the number of children from the experimental
group who participate in the musical and dramatic groups in
their schools should be significant!-/ larger than those in
the control group.
Since little research has been done to determine the
effect of aesthetically supported language instruction, it
would appear advisable to study its effects on children with
different kinds of problems. A study could be designed, for
example, to compare the effect of such a program on six-year-
olds v/ho are either (1) normal English speakers, (2) percep-
tually handicapped, or (3) speakers of a dialect other than
standard English. Effects could be measured by standardized
language tests, readiness tests, tests of auditory develop-
ment, and motor-perceptual tests.
Other follow-up studies could be designed to show the
numbers of experimentals and controls who complete high
school, who go on to technical school or college, and who
go to prison or detention homes.
Summary
The investigation of the problems of developing audi-
tory skills in young children was both rewarding and frustrat-
ing. It was rewarding to find so much literature which
explained the relationships between listening and speaking
and between oral language and reading; it was rewarding to
learn so much about the complex and interrelated problems of
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children who fail to master these basic skills; it was also
rewarding to find so many strategies for developing the skills
in a wide range of related disciplines.
It was frustrating to find the literature so controver-
sial and the relationships so complex. The original intent
was to synthesize the literature and put it into a relatively
simple form which a primary teacher could use. The subject
proved too complex for such an ingenuous treatment. However,
a more important concept gradually evolved through the read-
ing and study. This concept was the realization that all of
the scientific data constitute an essential base on which to
build auditory skills and that the aesthetic means to this
end are equally indispensable. Study of the literature
shov^ed more and more clearly that the balance between the
scientific facts and the aesthetic methods and materials is
essential to effectual teaching of auditory skills. Moreover,
the literature underlined a clear possibility that one reason
for the lack of such development is the general lack of emo-
tionally satisfying, culturally valid methods and materials
in American public schools.
The problem appears to be peculiarly American. Reports
on the education of young children in Europe, Asia, and
Africa indicate that these children are still being given an
opportunity to master oral language skills before they are
taught to read. Cultural traditions, and sometimes political
considerations, ensure the teaching of many traditional songs
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and poems to young children so that they unconsciously in-
ternalize the sounds and patterns of their dialect or dialects
before they have to deal with the printed symbols of these
sounds and patterns.
The problem of transmitting culture in a multi-cultural
nation is much more complex. Such decisions cannot be made
by the classroom teacher alone but involve the unders\.anding
and decisions of administrators and community. The cost, in
money and in human lives, however, is likely to be less than
we are now paying by trying to rush children through an un-
realistic educative process in a technological society.
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APPENDIX A
Sources of Strategies for Developing
Auditory Skills
The following list includes some of the books which
contain strategies for developing auditory skills in young
children. Many of them may be found in school professional
libraries and in local college libraries. The page numbers
refer tc the sections which contain the strategies.
Alvin, J. Music for the handicapped child. London: Oxford.
1965
. pp. 39-49, 82-93
•
Anastasiov;, N. Oral language: Expression of thought .
Newark, Del.: International Reading Assoc., 1971.
pp. 29-40.
Applegate, M. Easy in English: An imaginative approach to
the teaching of the language arts . New York: Harper
and Row, 19 pp. 120-137
•
Aronoff, F. V7. Music and young children . New York: Holt,
Rinehart and V/inston, 1969
• pp. 41-67
.
Chalfant, J. C. and Flathouse, V. E. Auditory and visual
learning. In H. R. Myklebust (Ed.), Progress in
learning disabilities. Vol. II. New York: Grune and
Stratton, 1971« PP« 25 B-283 .
Dechant, E. V. Improving the teaching of reading . Englewood
Cliffs, N. J.: Prentice-Hall, 1904« pp. 99-100.
Dobbs, J. P. B. The slow learner and music: A handbook for
teachers . London: Oxford, 1970. pp. 19-^h, 3S-73.
Dobbs, J. P. B. and Firth, V/. The Oxford School Music Books:,
Infant book . Oxford Univ. Press, 19^9. pp. 73-105.
Finocchiaro, M. Teaching children foreign languages . New York:
McGraw-Hill"^ 1964. pp« 07-79 •
Flagg, M. Musical learning: A guide to child grovrth . Boston:
C. C. Birchard, 1949. PP« 47-o2.
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Grzynkowicz, W* M* Teaching inefficient learners. Spring-field, 111.; Charles C. Thomas, 1971. ^ 26, 48-49.
Hoffer, C. R. and English, C. A. The music specialist and
the classroom teacher. In M« S. Auleta, Foundations
of early childhood education: Readings
. ~New York;
Random House, 1969
.
pp. 3 OS-314.
Hoffman, M. Our listening center livens language arts. In
R. L. Gayer, J. Green, & E. E. Baker, Jr. (Eds.),
Listening and speaking in the English classroom; A
collection of readings ^ kew lork; Piacmilian, 1971.
pp. 131-155.
Johnson, D. J. and Myklebust, H. R. Learning disabilities:
Educational principles and practices . New York: Grune
and Stratton, 19o7. pp. 175-190.
Lado, R. Language teaching; A scientific approach . New
York*I McGraw-Hill, 1964. pp. 79-04, 173-193.
Lavatelli, C. S. (Ed.) Language training in early childhood
education . Urbana; Univ. of Illinois Press, 1971.
pp . 103-11^.
Lerner, J. V/. Children with learning disabilities; Theories,
diagnosis, and teaching strategies . New York: Houghton
Mifflin, 1971. pp. 134-139.
Mackintosh, H. K. (Ed.) Children and oral language; A .joint
statement of ACEI, ASCD, IRA, and NCTE, 1964 . pp. 11-21.
Magdol, M. S. Perceptual training in the kindergarten . San
Rafael, Calif.; Academic Therapy Pub., 1971. pp. 21-24.
Monroe, M. Growing into reading . Chicago; Scott, Foresman,
1951. pp. 112-139.
Monroe, M. and Rogers, B. Foundations for reading: Informal
pre-reading procedures . Chicago: Scott, Foresman,
l964. pp. 6*5-69
.
Montessori, M. The discovery of the child . M. Joseph
Costelloe, S.J. (trans.) New York: Ballantine, 1972.
pp. 134-142.
Nye, R. E. and Nye, V. T. Music in the elementary school .
Englewood Cliffs, N. J.: Prentice-Hall, 1976. p^
316-317, 492-504, 545-549.
Possien, V/. M. They all need to talk;
the language arts program . New
Crofts, 1969. PP» IO4-IO0.
Oral communication in
York; Appleton-Century-
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Pott6r*j M» a.n.d Tiiurlowi D» Listsning in th6 languagG a,ri^s*
In R. L. Gayer, J. Green, & E, E. Baker, Jr. tsds.).
Listening and speaking in the English classroom: A
collection of readings
. New York: I-iacmillan. 1971.
pp. 140-141.
Reger, R., Schroeder, V/., and Uschold, K. Special education:
Children with learning problems. New lork: Oxf orri
.
1968. pp. 183-189.
Rupert, H. A. Sequentially compiled list of instructional
materials for remediational use v/ith the ITPA. Rocky
Mountain Special Education Instructional Materials
Center. Colorado State College, Greeley, Colorado
80631 (mimeo.) pp. 3-10.
Russell, D. H. and Russell, E. F. Listening aids through the
grades: One hundred ninety listening activities . New
York: Teachers College Press, 19 p9. pp. 16-37.
Seeger, R. C. American folk songs for children in home,
school and nursery school . Garden City, N. Y.:
Doubleday, 1948. pp. 23-42.
Sheehy, E. D. Children discover music and dance . New York:
Teachers College Press, 1968. pp. 7-08.
Smith, J. A. Creative teaching of the language arts in the
elementary school . Boston: Allyn and Bacon, l967a.
pp. 67-94.
Smith, J. A. Adventures in communication: Language arts
methods . Boston: Allyn and Bacon, 1972. pp. 105-138.
Smith, H. P. and Dechant, E. V. Psychology in teaching read-
ing . Englewood Cliffs, N. T7i rrentice-Hall, 1961.
pp. 142-147
•
Taylor, B. J. A child goes forth . Provo, Utah: Brigham
Young Univ. Press, 1976. pp. 5 1-73 > 87, 95.
Van Witsen, B. Perceptual training activities handbook . New
York: Teachers College Press, 19^7 . pp. 30-56.
Wampler, M. M. (Ed.), Qrff-Schulv/erk: Design for creativity .
Bellflov/er, Calif.: Creative Practices Council, 196o.
pp. 105-118, 121-177.
Zigmond, N. K. and Cicci, R. Auditory learning . San Rafael,
Calif.: Dimensions, 196W, pp. 43-75.
I
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APPENDIX B
Songs from Many Cultures
for Young Children
by Elizabeth May
General Resources
Children’s Music Center
5373 V/est Pico Boulevard
Los Angeles, California 90019
Cooperative Recreation Service, Inc.
Radnor Road
Delaware, Ohio 43015
New Dimensions in Music .- Choate, Robert A., Richard C. Berg,
Lee Kjelson and Eugene V/. Troth, ed. American Book
Company, 1970
UNICEF: Information Center on Children’s Cultures
Miss Anne Pellowski, Director-Librarian
331 East 3^th Street
New York, New York 10016
Books
African Story Songs . Told and sung by Abraham Maraire.
Seattle; University of Washington Press.
Akbar, Aisha, comp. Music for Children; Thirty-Six Best
Loved Songs of Malaysia and Singapore . London; Uni-
versity of London Press, 19bo.
Armstrong, Alan. Maori Games and Hakas . V/ellington: A. H.
and A. 'W. Reed", l964\
,
and Reupena Ngata. Maori Action Songs . New re-
vised edition. Wellington; A. H. and A. W. Reed, 1971«
The Bells of Rhymney and Other Songs and Stories from the
Singing of Pete Seeger. New York; Oak Publications,
1964.
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Berger, Donald P. Polk Songs of Japanese Children
. Rutland,Vermont: TuttXe, 1969 .
^
• Folk Songs of Japan . New York: Oak Publications,
1972 •
Blacking, John. Venda Children's Songs . Johannesburg:
V/ituatersrand University Press, 196?.
Cass-Beggs, Barbara and Michael, eds. Folk Lullabies
. New
York: Oak Publications, 1963
.
Courlandar, Harold. Neg;ro Folk Music U.S.A . New York:
Columbia University Press, 1963 .
Dawley, Muriel, and McLaughin, Roberta. American Indian
Songs . Los Angeles; Highland Music Co., 1961.
Dietz, Betty V7arner, and Thomas Choonbai Park. Folk Songs
of China, Japan, Korea . New York: John Day, 19 64V
The Fireside Book of Children’s Songs . Ed. Marie V/inn. New
York: Simon and Schuster, 1966.
Haywood, Charles, ed. Folk Songs of the World . New York:
John Day, 1966.
Jacovetti, Raymond N. Escuchar y Cantar . New York: Holt,
Rinehart and Winston, 19 67”.
Koranda, Lorraine Donoghue. Alaskan Eskimo Songs and Stories .
Seattle: University of V/ashington Press.
Krone, Beatrice and Max, eds. Cantemos Ninos . Kjos, 1961.
McLaughlin, Roberta, ed. Folk Songs of Africa . Hollywood:
Highland Music Company, 1963.
McLaughlin, Roberta, and Bessie Mae Stanchfield. Cancionitas :
Little Songs of Latin America . Schmitt, Hall and
McCreary Co., 19A-61
Munoz, Maria Luisa, and others. Cantinos . American Book
Company, 1962.
Nketia, J. Kwabena. Folk Songs of Ghana . New York: Oxford
University Press, 1963.
Rubin, Ruth, comp, and ed.
Oak Publications, 1965.
Jewish Folk Songs. New York:
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Rubin, Ruth, comp, and ed. A Treasury of Jev;ish Folksone.
New York: Schocken, •
Tracey, Hugh. The Lion on the Path and Other African Stories .
New York: Praeger, 1967.
~
Yurchenco, Henrietta. A Fiesta of Folk Songs from Spain and
Latin America . Putnam, 1967.
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APPENDIX C
Rhythms, Rhynes, and Rhythmic Activities
for the Primary Grades ^
by Josephine T. Valencia
Overview
These rhythms, rhymes, and rhythmic activities have
been planned to be used as skill development lessons to pro-
vide a fun way of extra practice in developing phonemic dis-
tinctions and differentiations of sounds that are conflicting
for Spanish-speaking children who are learning English as a
second language. They are to be used as re-enforcing activi-
ties at any time—in the classroom, on the playground, during
rest periods, and v;herever an opportunity may present itself.
They are to be used as supportive activities to other audio-
lingual work that is being done, and v;ill hit at special
difficulties which the Spanish-speaking children experience.
^Excerpts from a paper presented to the NDEA Institute^
for Teachers of Spanish-Speaking Disadvantaged Children, Uni-
versity of Texas, August, 1966.
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Objective; To identify, discriminate, and reproduce in
spontaneous speaking the ^ and ch sounds.
Chico Charlie
(Sung and danced to Jingle at the V/indows
. Traditional Sing~ing Game. Page 39 in Singing on Our V/ay
.
by Lilia Belle
Pitts. Ginn and Company: 1949 )
Chico Charlie loves to cha-cha
With his favorite muchacha.
He v/on*t change his partner fair
*Til they sit down on a chair.
,
Cha, Cha, Cha! Cha, Cha, Cha!
Cha, Cha, Cha, Cha, Cha, Cha, Cha!
Ch, Ch, Ch! Ch, Ch, Ch!
Ch, Ch, Ch, Ch, Ch, Ch, Ch!
Sheila Shirley and Eloy
Shuffle softly with much joy.
* Round and round they shuffle lightly
*Til he sits her down politely.
Shoo, Shoo, Shoo! Shoo, Shoo, Shoo!
Shoo, Shoo, Shoo, Shoo, Shoo, Shoo, Shoo!
Sh, Sh, Sh! Sh, Sh, Sh!
Sh, Sh, Sh, Sh, Sh, Sh, ShJ
See the children dance in time
To this Shuffle-Cha Cha rhyme.
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You can tell with one quick glance
That each child just loves to dance!
Cha, Cha, Cha! Cha, Cha. Cha!
Shoo, Shoo, Shoo, Shoo, Shoo, Shoo, Shoo!
Ch, Ch, Ch! Ch, Ch, Ch!
Sh, Sh, Sh, Sh, Sh, Sh, Sh!
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Objective: To identify, discriminate, and reproduce in
spontaneous speaking the s and z sounds.
A Zebra in a Zipper
I saw a zebra zipping
—
A-zipping through the zoo.
His legs were strong and stubby;
He sailed toward me and you.
His eyes were bright and steady;
His scheme was black and white.
He used his striped pajamas
So stylish—day and night.
His P.J.*s had a zipper
Which zipped straight up his back;
In order to unzip them.
He summoned his friend Zack
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Objective: To identify, discriminate, and reproduce in
spontaneous speaking the b and v sounds.
A Song to Barry
Barry bought some berries
—
Berries from a tree.
Big and bright and beautiful
—
He brought them all to me.
Verily I loved him
—
Valiant was his name.
But Victor, Van, and Vernon
—
I loved them all the same.
Big and bad and boisterous
—
The nights with villains ring.
But robin and the Bat Man
An end to them will bring!
And Victor, Van, and Vernon
Must hide beneath the tree.
But Barry with his berries
V/ill be so sweet to me.
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Objective: To identify, discriminate, and reproduce in
spontaneous speaking the je and i sound*
V^illie V/igster
V/ho hid my piggie in a bin?
My mean and skinny sister.
She put six wigs upon his head.
And called him Willie V/igster.
With picks and sticks she digs for figs;
She thinks he is too thin.
She feeds him, and he*s now so thick,
He*s cramped within that bin.
One day my big pig danced a jig,
To sister Minnie’s singing.
He busted out; flipped on her lap
And to her arras was clinging.
I laughed until my ribs did split;
The jig went quite amiss.
But then I said; "Oh, please forgive. • . •
To my big pig not Sis!
It
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APPENDIX D
Books, Records, and Other Sources
Music books often appear without place or date but can
usually be procured through a local music store or bookstore#
Lists of other music books may be found in Dobbs, 1970 and
in Dobbs and Firth, 1969. Please see bibliography.
’
Books
Antey, J. V;. Sing and learn : Simple songs and rhythms that
retarded children can enjoy v/hile learning basic les-
sons. Nev/ York: John Day, 196p.
Arbuckle, W. R.
,
Ball, E. H. & Cornwell, G. L. Learning to
move and moving to learn . Book I: Insects . Book II:
Animals . Columbus, Ohio: Chas. E. Merrill, 1971.
Bergethon, B. and Boardman, E. Musical growth in the ele-
mentary school . Second Edition. Nev; York: Holt,
Rinehart and V/inston, 1963.
Bryan, Rita. VJhen children speak: Original choral verses
for the primaigy^ grades . Academic Therapy Publications,
Inc., 1539 Fourtn Street, San Rafael, CA 94901.
Coit, L. E. and Bampton, R. Tone matching tunes . Harold
Flammer, Inc., Pub.
Ginglend, D. R. and Stiles, V/. E. Music activities for re-
tarded children. Nashville, New York: Abingdon Press,
TJW.
Jenkins, E. This is rhythm . Oak Publications, 121 V/est
47th St., New York IOO36 .
Jones, B. and Hav/es, B. L. Step it dovm: Games, plays,
songs, and stories from the Aifo^American heritage .
New York: Harper and Row, 1972.
Landeck, B. Songs to grov; on . New York: V/m. Sloane Assoc.
Lee, L. B. Rhymes for talking time . Magnolia, Mass.:
Expression Co., 1976.
Lenski, L* and Bulla, C, R, Sonp;s of the citv
Marks Music Corp., RCA Building
,
i\I ew York
,
Edv^:ard B.
N. Y. 10020.
Ludwig, A. and Ludwig, L. Colors and chords. Peripole Inc
51-17 Rockav;ay Beach Blvd., Far Rockav;ay, N. Y. 11^91.Color guide to autoharp.
McCall, A. This is music for kindergarten and nursery school
Boston: Allyn and Bacon, 1965.
McCarteney, L. P. Up and dovm v/e go . Cincinnati, Ohio;
V/illis Music Co.
,
1964.
Merwin, M. F. Listening games . Acadia Press, Inc., 114A
Sou-th Main Ave., Scranton, Pa.
Mitchell, D. and Blyton, C. The Faber book of nursery songs ,
ill. Alan Hov/ard. Londoni Faber and Faber, Ltd., 1968
MMCP Interaction. Early childhood music curriculum .
(Manhattanville method) Media Materials, Inc., P.O.
Box 533, Bardonia, N. Y. 10954.
Orff Schulwerk music for children. Vol. I. Pentatonic.
Children's Music Center, ^73 West Pico Blvd., Los
Angeles, Calif. 90019.
Seeger, R. C. American folk songs for children , ill.
Barbara Cooney. Garden City, Kev/ York; Doubleday,
194S.
Seuss and Poddany,^ E. The cat in the hat song book . London;
Collins, 196B. New York; Random House7 1937.
Standifer, J. A. and Reeder, B. Source book of African and
Afro-American materials for music educators . Contem-
porary Music Project, Music Educators National Confer-
ence, 1201 Sixteenth Street N.V/., Washington, D.C.
20036.
Weber, R. Musicall . Musicall, Inc., Cimino Pub. Inc.,
479 Maple Ave. , V/estbury, N. Y., 1964. For all in-
struments using only 6 notes.
Wessells, K. T. (Ed.) The new golden song book . New York;
Simon and Schuster.
Williams, P. Make your o\^m musical instrument . The World
Publishing Co., 2231 V/est 110th St., Cleveland, Ohio
44102.
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Records
A.ctivity Records* Hidvic3.tion3.1 Activities. Iric* « FroGoort"
New York 11520 *
Wide variety of records for young children and percep~
tually handicapped. Those by Hap Palmer especially well
done.
Bovmiar. 622 Rodier Drive, Glendale, Calif. 91201.
Books, records, film strips for early childhood, special
education, music; Rhythms to reading
—a music and lan-
guage program.
Children’s Record Guild. The Franson Corporation, 225 Park
Avenue South, New York, N. Y. 10003.
Coleman, J., Schoepfle, I. and Templeton, V. Music for ex-
ceptional children. Evanston, 111.: Summy-Birchard,
1964 . Albums I and II.
Concept Records. Box 171, Center Conway, N. H. O3 S13 .
Educational Record Sales. 157 Chambers Street, New York,
N. Y. 10007 .
Folluvays/Scholastic. 906 Sylvan Avenue, Englev/ood Cliffs,
N. J. 07632 .
Folk songs sung by Charity Bailey, Pete Seeger, Lead-
belly, Ella Jenkins; nursery rhymes; Spanish rhymes
and games; rhythms.
Kimbo Educational. P.O. Box 246, Deal, N. J. 07723*
Pathways of Sound. 102 Mt. Auburn St., Cambridge, Mass.
O213B.
RCA Victor Records. 155 East 24th Street, New York, N. Y.
Sounds Around Us. Scott Foresman , 1951*
Albuia of familiar sounds arranged for pre-reading
children.
Spoken Arts, Inc. New Rochelle, N. Y. IO8OI.
I Heard It With My Own Tv/o Ears—a listening program,
other records and tapes.
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Young People’s Records. The Franson Corporation
Avenue South, New York, N. Y. 10003.
’
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Other Sources
Associated Educational Materials Co. Inc. Box 2086, Raleigh,
N . C . ’
Boston University Speech Sound Discrimination Picture Test.
Boston University Speech and Hearing Clinic, Boston
University, Boston, Mass.
Carrov; Auditory Test for Language Comprehension. Dr.
Elizabeth Carrow, Baylor College of Medicine, Texas
Medical Center, Houston, Texas 77025.
Central Midwestern Regional Educational Laboratory, Inc.
10646 St. Charles Rock Road, St. Ann, Missouri 63074 .
Children’s Music Center, Inc. 5373 West Pico Boulevard, Los
Angeles, Calif. 90019.
Wide assortment of ethnic books and records, materials
for early childhood, exceptional children, music
therapy.
Children’s Record Review. Elizabeth Thomson, Director,
Hewlett-Woodmere Public Library, Hewlett, New York
11557.
Dayton Public Schools, Early Childhood Education Project,
34B West First Street, Dayton, Ohio 45402.
Daily sensori-motor training to help prevent percep-
tual motor problems. Two perceptual motor centers
experimenting with correlating language arts, science,
math, art, and music.
Expression Company. Educational Publishers, P.O. Box 11,
Magnolia, Mass. 01930.
Flowers-Costello Test of Central Auditory Abilities. Per-
ceptual Learning Systems, P.O.. Box 4209, Dearborn,
Michigan.
Handbook for Language Arts; Pre-K, Kindergarten, Grades One
and Two. Bureau of Curriculum Development, Board of
Education of the City of New York. (Publication Sales
Office, 110 Livingston St., Brooklyn, New York 11201)
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Language Master.
Division,
Howell, Audio-Visual Products7100 McCoraick Road, Chicago, 111. 60645
Plays back word or short utt
or child immediately.
erance spoken by teacher
Learning Process Productions, Inc. 43-00 171 Street. Flush-ing, New York 113 3B.
Materials for Exceptional Children. Bomar, 622 Rodier Drive
Glendale, Calif. 91201.
u ,
Charles F. Merrill Pub. Co. 13OO Alum Creek Drive, Columbus
Ohio 43216 . ' *
Slow Learners—books and materials.
Multi-sensory Teaching Aids. Glenview, 111.: Scott Foresman.
Books, records, materials.
Music Materials for the Handicapped Child. Special Educa-
tion Instructional Materials Center, SOO N. Pearl St.,
Albany, N. Y. 12204.
PM Primary Mental Abilities. SRA Science Research Assoc.,
259 East Erie St., Chicago, 111. 6O61I.
Southv;est Educational Development Laboratory. 800 Brazos
Street, Austin, Texas 767OI.
Spanish Alphabet Book. Research Press, 26l2 North Mattis
Ave., Champaign, 111. 6182O.
Special Education Instructional Materials Centers. Ruvin,
H. The handicapped child. In D. \'I, Allen and E.
Seifman, The teacher* s handbook. Glenview, 111.:
Scott, Foresman, 1971, p. 13^.
This list includes the addresses of the centers for
each region in the United States. Catalogs are usually
available upon request.
Speech and Language Development Program. Milwaukee, V/is.
Elementary Program in Compensatory Education 2, OE-
37028-A, U.S. Office of Education, V/ashington, D.C.
20202.
Tok-Back voice reflector. Tok-Back, Inc., P.O. Box 5045A,
Berkeley, Calif. 94715.
This is a simple plastic device v/hich reflects the
child’s voice back to him immediately.
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